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a DIRECTIONS FOR THE USE OF THE PAk'"'
D - ' ) 3 ! *
’ . o ' -

. Each PAK is 'designed .to be used in three a1ternat1ve ways: 1) an. individual

user can work through the packet on his owit; 2) a small group may work co-

operatively; or, 3) a group.of p@rt1c1pants may_be involved in a workshop
sftuation under the leadership of a facilitator..: Experience indicates that
the latter is the most desirable s1tuat1on wh11e an individual may work
through the materials on his own, he misses thoSe shared experientes which.
come as 1earners 1nteract 1n ‘@ greup situation.

PZE%SF NOTE

‘ -Because, this PAK will be used by nany people in
- your district, please mark only the worksheets
' supplied by your instructor. Do not mark the.
.pages of this PAK. Sample tr'ansparencws and
. worksheets, (for duplwatwn) are’ included in °
e 7 Appendwes(ﬁ and B. :

”

. .
-

If you are using PAK materials in a group workshop s1tuat1on, consult
Appendix A for detailed instructions. The diagram on the cover page and dﬂ\‘
diagrams for Appendxx A. may be used to make overhead transparenc1es R

1f you are work1ng thnough the PAK 1nd1v1dua11y, follow the genera]

direct 1ons listed be1ow o _ I .

. Read content of the PAK.
o M NS

. 'Refer to Appendix A, pege 2 for additional 1nstrdctions.
g
. Do the exercises on worksheets cop1es ﬁrom Appendix -B.
(when 1nc1uded)

. Read’ the b1b11ography (whehplhelgieiz"’_/”_,,,ﬂ\
v . . . ° - o o \
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’ [\ . ' , . ( . Y .
FORMING A REPRESENTATIVE SCHOOL-COMMUNITY COMMITTEE : :
r,‘, oo . - . TN
. \ Purpose o - '
o »* ' ' .
" : / This PAXK deals with- the procedures for selecting a representative - .
' '/ school-community committee. Ways of analyzing the community are
] . examined to provide a basis for the choice of the committee mMembers.
~} . ».After completlng this unit ‘the participant should have ;be skills. R ;
L - ‘ necessary to select a representative committee for hlc particular
“///" ‘ cdmmunity. . W

. v
N . ~ o
o

Degrees of §chool—Communitx_;nvolVement in a School Improvement Process .

The School Improvement Process calls for extensive ‘community ine ——
volvement. during Stages I and II when the . school's.educatlonal proglam ' R
is interpreted, the educational problems are determlnedq and education- oy
al goals are identified. . Later, during Stages III,,IV, and Vv, com~ ° S
munity involvement decreases somewhats as the ‘school's program is

modlf{ed, managed, and the results reported Then, .during the final 1
phase of program evaluation,, communlty 1nvolvement is intensified.once :

,more”nd the entire process starts over again.’ (See page l) : !

ca

.// = .
- A school improvement commlttee can serve many purposes. The ma]or :
o . functions ‘of such a group -- students, staff, parents, concerned’ c1t1zens'—— '
° should be to: ~ M - .
. . . Q » " . - . . .
N (1y gather the communlty s concerns about its schools; : .

- (2)- .determine the current educatlonal problems, .

. (3) ~identijy the necessary objectives to beret; ‘ : g
e a
N v . N . d .
(4) review progress made by schbol staff members in
achieving thesge objectives. and resolv1ng the edu- '
catlonal problems,.” . . : . S

and -, a - _ ‘ ‘ L .
’ I o " S EEEP. N
(5)s examine the evidence by which the strengths and » . - "

. , we%ﬁnesses of programs may be determined.
TSI A S ’
e , ~ A single school- communlty commlﬁtee may be formed and given all of the
7 ": ~above respons1b111t1hs, or ‘several committees may- be formed and glﬂen
’ onlg}one or more of these ass1gnmentsp

i : - It must be emphas1zed that the functions of school 1mprovement c itteb .
members will necessarily d1ffer from those of a school board. Som f N
these dlfferences are as follows:

-

&

B A i c S L ’ : S ) : : i

e e 2 e e e - R X B . . X . 3 oo o g
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PERTE

. . ! . . R
b i )
-‘ ' A\ d
School Communlty Commit}ee School Board : '
, \\‘l. Is appointed by the, , 17 1s’elected by the
— school board. . e e public.
' 2. Is primarily a cross- T 2. Is primarily a cross-
L} section of the interest - section.of the geo-. °
groups of the community. .graphic divisions og

, o the community.

’ 3,- Is an advisory group. .

: 3. Is, by law, a decision-

L : making group. '

The Lifferences in the ?uncﬂlons of the two groups derive from the fact
that while the committee sérves to advise the school boardh the’school
hoard by law makes the final decisions. Committee members should be
advised that their regommendations will be.nsed whenever possible, .
subject to the approval of the school board. . o

v

It is espec1ally important that' committee memberé understand that they
are performing,a vital service and believe that theiricontributiong will

"be seriously considered.. Both committee members and members.of the pro-

fessional staff should realize that neither will be given veto power

over the other's recommendatlons. Only the local board of education has

this power. - =~ : ’ N ..
. . )

. . -
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) STRUCTURING A SCHOOL TMPROVEMENT COMMITTEE * - |
s " C o] - o . ' ‘:

| The firut step is forsthe school board to ahalyze the makeup of the
community in order. to ideg tify its varioua groups. "Community” in
this context is defined as meaning all those individuals within the
' . geographi¢ boundaries of a particular school attendance area | or‘school ,
i district who will be affected by the educational processeg taking v
place within' that communlty. '

W *
This definltlon is suggested for use as the basis upon which your com-
mittee 1s selected For youy ¢onvenience, 1isted below are some poS-
sible distinguishing criteria for membership on your committee: 3 et

. - ' . N
- . . . i \
«

v o . Cltlzens at large ' ' .

a. pqrents of school age. chlldren
: b. representatives of community busjinesses, . . o
* i services, religious .and cultural organizations ' .
¢. representatives of school affiliated organizations
‘ d. representatives from ethnic and socio-economic groups
° . representatlves from governmental organizations .
f‘/‘taxpayers who have no chlldren in schogl . ) \

. . . 2. Cltlzens directly involved in the educatlonal process, \ ‘

/ " a. school bodrd members . B . v !
e b. . administrative staff ‘ '

i c. classxoom teachers and other certlflcated personnel
. ' / d. classified personnel. o

¢ - \ ~ 3. Students ‘ : . o . s

_ . The 1n1t1a1 step (in this 1nstance, selectlon of a representative com-
' munlty,commlttee) is the indicator of how successfully the subsequent
' procedures will be implemented. Thé educatiodnal leaders in a commun1t¥
know best ‘the comp051t10n of the co. munity and its general attitudes to-
. ward its institutions of public education. (Educational Goals and Obiectives,
3 . ‘A Model for Community and Professional Involvement. Produced by Program
. . Development Center of Northexrn California, Dr. B. Keith Rose,‘Dlrector )

To insure that all segmer.s of the community are 1ncluded for consideration _
in forming the committee, it is recommended that &n estimate. be made of - L

the percentage of the entire communlty included in each group. This estlmate

’

oY ... needs only .to be Approximate since it is to be used 51mply as an indication
i - of the relative Jroportlon cach group should receive-in the final selection- - -
- . of committee members. To” keep the size of the committee functional, one.
" person may need to represent a number of groups. Crrtainly those most

& - : : R : ‘w

e i ' - s : ; ~ - .
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[ . -
» v
B - {mmediately affected by these oducational decisions uhould be involvead .
) in the plnnninq. Therefore, it is of vital importance that a school=- L
comnunity committec include rownnematlvos from tho student body and
- the school staff . . : . . .
. \\\ . . \ X LY
.' \:7" \ ‘ \ . LTS . )
[ A4 \ . N .‘ ) ) ) \
N . Turn to Apperdia B, Worksheet !1, pages B=L =~ B=(,
Look it over, Get geparate workahcets from yowr factl-
. Ttator and complete thio exerciey, Work individually :
! an(l aharr Jour resulta with your Jroup merbera,
.L . . ! ' . . ‘_ ' ‘ ’
N - ..» ’ 'r LS * S
. s ) . . Yo- . I
- The next step is. for- the school board to resolve the following important
questlons . - . o . : )
e \ - " y
L. 1. How large should“the comi&tec be for optimum vepresentation ?
and ef-‘f’ective fur'zctiomfng? . |
Should ecmh ,group in ‘the commumt y.be z'epresented on the _ ‘=: ‘
) co)mtte(' regardless of group size, or" should there be , - Y
v proportwnate representa(wn" _ ‘ N ‘ ,\
" 3. What is the specific geographw areq to be repre,ented by G
. — _the committee members ? - . . o NG
' 4. Is it important. that the’ conmittee membr’r r'esufe within
thL., gcographw area" : ’
S. By what means. can you assure the contwuous mvolvement
of students, -school staff, and other conmmmty representatzves .
in the commztfee s efforts? e . .
Fach of the questions above must be resolved or at ledast con51dered prior
to the final selection, of the committee members. , Structuring a committee
~ “is complex. Sometimes compromises must be made to accommodate  two or - ) . .
~ ~.more confllctldg aims and points of v1q¥. : C . '

28

i ’ - ~— . e

It is gererally helpful to include some members-on the committee'who
represent different points of view. Diversity of. interest or opinion . P

’

may be more 1mportant than strlct proportlonal representatlon a . .

While it is ant1c1pated that commlttee members w1ll channel the feellngs ' : A
..of groups critical ‘of the present educatxén system,.it is.also.important.... . .. ..
that these committee members be®open to néw ideas and capable of .con- - L
structive action.: Sy . . . P




Turm to Appendw B, Worksheet #2, page B-7, and .look it ~
over. Get separate worksheets f‘r'gm your f'ac'LZ'Ltator' and ' '
.comp’ete this-exercise. Work 'Lndw'z,dually and share your e
: —resvl—ts—m%n -uewa—gzwup—members — S ]

PR .

After the local school board has analyzed its communltY\and establlsh-

ed criteria for seleetlon of committee members, a procedure for nomi-

nating people should ‘be dé&eloped and widely disseminated. One ex-

~ample of a form useful in nomlnatlng people for the commlttee is in

Appendix B, page-B-8 Note the criteria used on this” form. Thesea--

may or may not be approprlate for your community. ‘Selection crlterla L
—should be unigue’ SS “the. 1nd1V1dua1 community. . - f. . S

In Appendix B, page B-9, is a sample flnlshed_product which resulted
from thé process you have-fjust completed For obvious reasons, only . T
pertlnent, non—proVocatlve 1nformat*on ‘is prlnted for committee use <,
and publlc 1nformat10n. . 3

oy
F it

-
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Aruitoxt provided by Eic:



'mdPAK'#l;l o {.1. . f o . - . ‘ .

>

Lo ' FIRST STEPS IN ORGANIZING THE SCHOOL IMPROVEMENT COMMITTEE . . ° -

N . . ’ . N . N

e L T -

3

Once . the school board has sel selected the_oommlttee.members ‘and they - ) S e
have agreed to. serve, the board should send an off1C1a1 notlflcatlonrmw

~“Tncluded
ime and place for a 301nt

: : ) eting of-the Tommittee and the school board
The agenda for this first meeting should include an orientatién session .
on the School Improvement.Process. It is most important that -both

. -groups understand their roles and re1atlonsh1ps so that future problems

A can be avoided. It is recommended that a chargE for the committee be
developed by the school board. Thls.charge will detail what the committee

s is to do in terms of sp901f1c tasks. If there are certain areas such

B = S VO U AU S S Q e e e PR e

as staff evaluation that’ ‘the school board does not want tﬁé committee tao, 3 L
. study, then these 11m1tatlons should be stated in the. charge.— Conversely, e T D
> - those areas to be studied by the commlttee should also be stated. Any - S
w : questlons, concerns, Or. dlfferences of oplnlon abouit the charge should be .
o ) resolved by the board and the committee at thls time., Provisiofl “should ' .o
——————~——-f——be-made*for-reguiar-progress‘reportS”to—the schoo}*board““'x‘s&mgle"tharge 7
) " to-a school 1mprovement comm1ttee fo’lows. . LT ' ! R
: S '."'r::'f R e - ‘ . .
v s R T SAMPLE CHARGE ' '
TQ: - - Members of the School Improvement Committee B S '
, _ FROM: ' fThe District Board of Education . ' ' . o ~
et F ' . . vy,
_‘7 o

SUBJfCT: ihe;charge"to,the District School Improvement Committee

DATE: K - o e

The_Board of Education of School District. ' is pleased‘to o

‘  have the School Impnoyement Committee working for the continued improve-

. o

ment of educatlon for . our boys and gLrls. - . _ : . - Co
. . A I v
Members of tae Board of Education pledge thelr support and cooperatlon

I3 JERL O

““to the School Improvement Commlttee as it .examines pur local Educatlonal

—— 4

“program"and makes recommendations for-educational:improvement.

-

Y N
- ) - - n
. R N _
- - ——— ]
i - * i R T e e ——_
i - L - o
-y
el : '
o : gt 14 B —
v . " LI < > .
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. 9 . e e e e TR
- . S — ———
i The follOW1ng condltlons shall prevall and gu1delthe~WGrK:§?’the School - ‘ p.
. - __,.,/_‘_’/’n" . \——~¢.~D~ L)
. o L Improvement'coﬁﬁIEEEET' S : . ' s 7 L )
B S S e e e e
The School Improvement Commlttee- . K : . : :
;:{f-’ e e T :shall be -advisory to the - Board of . Educatlon, ‘
: ) . S 3 ]
SR e : LA
e T .shall sexve_a three—year term with one—thlrd of the . . - =TT
”Q\\ committee appointed annually,rp_; R o ‘ T
}g. . SN shall . select sub-commlttees made up of representatlve R 1t5#_
‘ ' _ students, profe551onal staff, parents, and other con- C :
T ) -\ cerned citizens. to carry out spec1f1c a551gnments,-
/’/- g ‘
_ . shall app01nt its own chairman from 1ts membershlp,
. A . 'hall appolnt a secretary from 1ts membershlp .
. whose duties' shall be that ‘of keeping minutes of T .
~all meetings and recordlng all major or 51gn1f1— g '
cant _motions, decisions, oOr | commlttee actlon, ]
— o N
o select a member of  the administrative Staff or .
< : . of .Education who shall serve as the official :
. liaison for the Ristrict;.
o = . ’ N
R shall ;établlsh .a schedule of meetlngs and general_ ' L
- N ‘ _rules for\lts operatlon to be filed with the Board ' . : -
' of Educatlbpl : e
" shall publici e all meetlngs at least 24 hours in
advance w1th meetings* open to the publlc,A 4 )
CE T S shall clear all press releases and‘reports with: the "
T L Board of Education; :
. ' i, . s
: . " shall review all reports™Qr recommendations with the ¢
-Board of Education; R : o g
R .
. .
. : . shall file, with the Board of Edubatizg: a work plan . .
no © for the follow1ng cchool year by ate) S B t
S . shall file an annual repert ‘and recommendatid .
: “ the local Board of Education by year
- - ‘on the progress achieved in the local school district
. durlng the prevlous school year; - . . e o
- ' - . ‘shall perlodlcally hold jOlntameotlngs w1th the local ° =
' ) oara of Education and review and’ update the charge : o 3
N - to the SChool Improvement Committee. : SR Coe i
- s s ' . T . T X o . . ] L . o A

}EMCnx e

w' FullText Provided by eric [N




TASKS DELEGA"'ED TO THE SCHOOL IMPROVEMENT COMMITTEE. I

w (3)

(4)

(6)

.
(8)
(9)

(10)

-

Y

(1)

2 s

plan and coordinate Student Needs Ident1f1catlon in the ‘
‘school district; : ‘-. . T : . . o .

submlt prlorlty 11st of student needs to the school board

serve as a "sound1ng board" for new 1deas, materlals, and '
" concepts;’ : : '

rev1ew and recommend revisions in school dlstrrct p011c1es “m
and phllosophles based on a Student Needs Ident1f1catlon,
- - . . Lt e
conduct perlod1c gathering -of communlty concerns about
the educatlonal program; . S o
. . v . ;
rev1ew, rev1se -and recommend d1str1ct goal statements, o
Hevelop a vlan to d1ssem1naté 1nformatldh about the schrols : J
to the public; . o
. i / » . -
carry out pub11c information responslbllltles assxgned ‘to
the comm1ttee,

Y

'1dent1fy the characteristics of "qua11tv educatlon" as Qhey
perta1n to the 1oca1 ‘district; :
review the results of program evaluatlon(s) in order to
determ1ne ‘whether local level decisions affect1ng educational
- processes are fvancing or 1mped1ng progress of public edu-
catlon in the local district. : ) -

TASKS DELEGATED TO THE PROFESSIONAL STAFF:. . . -
. (1)
(2)

(3)

(5)

K4

; .. Those responsibilities not delegated by the school board to the committee = °
e L T N Y - o . .

or to.the professional staff are reserved to.the board. - .

)

r
- . ) Ty

development of learner, staff and program objecti?es;

2 . . .“ . ' A . ‘ .
selection of educationual processes and materials; . -
evaluation of student progress;

-

appralsal of professlonal staff performance,'f, \ .

‘evaluatlon of educatlonal programs w1th feedback to L
the committee.. . . o e




4 . s v

.. Purther Services andvResEpnsibilitieé“of the

Board and the .Professional

~

staff tq the Committee: s .

.

o ‘ ‘The school board and the siocal finance'bffiéen should allocate funds . -~ =~ ¢
T for usefby‘the-school'imprdyement.cdmmittee.” The committee will need ¥
e @;;v-Qlﬂ.sucg,items.as$clerical help, postage, stationery, telephone éxpénses,hlf' _
T Tdnd possibly; outside -consultant-help..: - - e e e - : - e
e : Those-districts experiencing the greatest degree of success. ih “implement- %y =~
. 'ing the School Improvement ‘Process have assigned a professional staff ‘ '
* -member:on either a full or part-tiﬁe basis’.(depending upon the size of the~
" school district) to expedite the work of the committee., This coordinator -
serves as the person-to acquire resources necessary for the succesgful o .
operation of the committee. - He is not the chairman, nor does he.do the
work. - His job is.to help the committee do its work. He plans inservice
training programs for committee memberé}.proﬁessional”staff, and stdaents.
‘He must be. an. expert in 'concerns analysis so;that he can help the com- '
U - _.miﬁtee4deVelop a work plan for conductingva;Student Needs Identification
R ‘and do the concerns analysis. He serves as a "linker" between the com-
TR T T mittee and the $chool “staff, the commiittee and the students, ‘and the school - -~ -
.~ staff and the students. L - N e e : - S

f\\

It is iﬁportant that the committee members do not get "bogged down" or

"burned out" doing all of the work themselves. One approach which has.

_proven to.be successful -is the formation of*sub-committees by the steering
"~ committee.. Suggested sub-committees are a p:ofessioﬂa; staff.steering

“committee and a student steering cgmmitteé.-uFurther, as a variety of
specific¢ tasks are identified, temporary sub-committees may be £formed to

accomplish them. ' The local coordinator helps these sub-committees plan

e R

-

-

‘ signments vital to the success of"the main school iu='

and cérry out work as '
provement ‘commi.ttee whose primary functions-are planning, delegating, co-

- .gsordinating, -reviewing progreSS,<féactin§ to -sub-committee reports and .

educational plans, keeping the community regularly informed and continuously
gather;pg.cpmmunity concerns to determine if needs are being met and/or

new concerns are’emerging. o . _ i
3 .. A .

R

3 r . .
e o o R
B SR

ST

P N
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--Durlng each stage of the Schooi Improvement Pru"ess there are varylng

-

-

-SUMMARY  PAK #1.1
degrees of communlty involvement. EthnSlve community involvement is.
requlred dur1ng Stages I and. IT°when it is necessary to reach agreement
on ‘plans developed to meet studerit needs. - The uchool improvement com- -
mittee is responsible for 'keeping the school bcard and the communlty in-
formed and to contlnue to. qather concerns S _ i o
. . : ’,..- . - . X < 6 :
Extensive school staff involvement is requlrggiln Stages 17T and. IV.
During the Program Evaluation, Stage V,. the comﬁ%%tee reviews the eval-
uatlon reporf and plans ways to 1nform the communlty. : ;

- o

School improvement conmlttees should not be asked to play the Same role
as the.school board They should be diven assurance that thelr,recomménd-.
ations- w1ll ‘recgive’ serlouS’con31derat10n It must be remembered that the

final, dec1slon rests Wlth the scheol board Lo . \ ' L L ;

[
-

b *accommodate confllctlng -aims and*oplnlons.-““* 1

<

S - \ '
To av01d confllct between a comnlttee and the scnool staff . 1&\1s extremely
1mportant to develop a relatlonshlp of op@g communlcatlon and cooperat1ve'

ctlon durlng all stages of the process,
,!‘}_ . P - - .. - T

e . . . .
Prlor to organizing a -sdhool 1mprovement commlttee a careful examlnatnon'
of group= in- ‘the commun"?fshould be conducted. *Various social, economic
and ethn1c groups in th#‘communlty should “be 1dent1f1ed as well\as other -y
groups unique to that comfiunity. Students and professlonal staff\should

be .included as members ‘on the comm%ttee. cpslng this gommunity. analysis,

- a deliBerate effort should be made to_secure reasonably adéquate represent-a
ation of the varlou' interests. to be served ‘Other factors such .as differ-.
ing p01nts of view and personal characteristics’ of, the candidate should also
be consldered 1n making the final™selection of persons to serve on . the -

commlttee -~ e . T sel o *

EE N .

St}ucturing a representative committee from all sectors (area, grouping, -
points of view) is’'a complex task. Those assigred the.responsibility of i '
ch0051ng the committee members may have to make compromlses 1.. order to . Y

Once the committee is app01nted and’ the School Improvement Process is )
expla1ned to them, the -school board should- give them an ofch1al charge. ° s
A professional coordinator should be assigned responslblllty for helping o E
the committee. The school district+should budget- for committee'expenses,_‘ &Vf

- . - (S : o
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" . of Local.Initiative, New York: Holt, Rlnehzrt and Wlnston, Inc., 196._"

"éﬁlorado'Department of Education, A,Schoo] 1mprovement°Process: Accredi—

- and Eﬁgene L. Hartley <(eds.) Readings in, Soc1a1 Psychology, New York:
l“Holthl1947 , o , _ . :

" Warren, Roldand-L., Studylng Your Communlty, New York . “Russell Sage .. o )
. Foundation,..1955. ’

"Worldw1de Education, and Research Instltuxe, Conductlng a Communlty Anal~-

/ SELECTED REFERENCE$ FOR FURTHER STUDY - AR ' ,'\\;

-~

Ayars, Albert L., Admlnlsteang the People s Schools, New York' McGraw= B

‘Hill Book Pompany, 1957. . . . : Lo : .
. . : ‘\ .o R

Blddle, Wllllam W., The Lommunlty Develogment Process, The: Redlscovery‘“_s%

tatlon By,Contract, Denver, Colorado, October 1971 o . R e

Lewin, Kurt, "Group Dec1s10n ‘and Soc1a1 Change,"\ in Theodore M. Newcomb,

- : < . i

_Olsen, Edward Gn,.The School and Communlty Reader:" 3dﬂcatioh in Perspec-
tlve, New York: The Macmillan” Company, 1963 . ) B . : L

5

School Improvement Procéss Team, School Improvement Process WorkshoE_
School-Community Involvement. Denver: Colorado Department of Educatlon,"

1972, e ' .

o \ v »
s . . :

A

-
Lt

ysis, Salt Lake, Clty, Utah Worldwide EdUCatlon and Research Institute,
1969. - . R . L. :
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* APPENDIX A R
( _ e e L U
R s i ) S L T - e o
FACILITATOR'S. GUIDE FOR GROUPS o CooT e T
_Each PAK’ has been organlzed around a fundamental and W1de1y recognlzed ‘ R
- generallzatlon of how people learn. - Learning occurs more eff1c1ent1y K S
ff ~when an overview is presented . first. Succeeding. 1earn1ng experlences_ . R
f* then take the person deeper into-each- concept adding more specific details. ”A'VJ:
L e oy - There ‘may be several levels of=exposure until real expertlse is developed »'f L
. PR Workshop Specifications - - NS ‘ kK
v - :’ . L. Time Required:-“ R ) Two hours _ :
-~ ’ . -7 . b . ) o - 4 . T .A'_ : “
o II. Facilities: - .. ofie room for each 24 participants. "° o
' ~ ' L. . Participants to be seated at tables '
, ‘ (maximum of siX.per' table). Rooms A
should provide adequate accoustics s
} o and physical comfort sultable for a
. . o . workshop se551on. L -
- T Tl III. “ Equipment & . ’ h [ o »
“\zﬁi\marerial Needs: . .. ¢ One overhead projector and viewing
LT o R ©  screen per room - . "
. . . RN PR . )
G .. Y Tl . - - (. - . . .
: . > T Power extension cord (1. per room) .
. S~ AAEE oL . . .o
,‘{_x\>\ . .
: ' "“Transparency sheets .
oy . L Grease pencils \‘\\\frierr;\ o ; R
e : - - . . ‘\.'\\A\. - o S o
o 4 : L Butcher.paper T
‘ S o : "
i. - . Masking tape .- { -
et i Chalkboard, chalk, eraser p
i : A e L . A _
i o 0. . " Name tags (if .necessary)
, ) - : ¢
. " .. ’ hd - . Y
l:: t B )
L N s : :
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min.
-

min.
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min.

min.

min..

min.
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A
- ¥

. The/follow1ng sequence of activities is suggested and may be modlfleu at your.

e

a

L . _ .
ﬁayefparticipants read materials on ™~
“pages 1 to box on page 5.
Have part1c1pants complete Worksheet #1,
w(Appendlx B), pages B-1 - B-6. Share
: . results w1th group. SR B " .

Resume reading where you left off and
& " read until you come to the dlrectlons
— . for Worksheet #2. Encourage discussion
and answer questlons.

Lo Compléte ‘Wirksheet #2 (Appendix B-7).
R Emphasize that the important requlrement
' is to dec1de on approprlate selectlon
. cr1ter1a.

Conduct a summary session where each
group shares the cr1ter1a chosen. '

.

Read pages 6 - lO.

o - LG Call attention .to the Summary .- paqeull A

Remind the participants, to- comp.ete the's

Lo . o . - . : o
NOTE: 'ASrquzcka as posszble, review
N ' the critique forms fbr feedback

' . information that may be helpful
durzng other mgrkshops. _

PAK. crlthue form and turn it in to you. . - 7.

B

s
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S . Please db not mark this. worksheet
' ,Lrstructor. :

_ tion has been achieved in the selection_of the school 1mprovement

~ Use the worksheet ﬁrqvi&ed by your

-

3

In order to be assured that true community involvement and representa-

‘committee, it may be helpful to“develop-a "community profile.™ ‘Through -"“3:m;‘~
’ . w
\\an analxs1s.of this profile, .a representatlve selection of committee . .4
members may be made. ] _ _ n . . £
' ' ' e -

Please read the'following'instructionSAfor this exercise.

o,

1. Working individually, examine’ tye sample "communlty proflle,
pages Br2 - B-5. L . _ . N

. g o ) Ry . - — -

2. 1In the Individual Selection Column, I, on the follow1ng cxerc1se '
sheets, check (/)those major categorles (A-F) whlch you believe
must be considered in determ1n1ng membership for your committee.
(In selecting those groups from which to draw your membership,
consider carefully the sub-grouEs listed within some of the .cate-
gorxes ) Then, fill in the requested 1nfornat10n f8r th¥se: cate-.
gories you checked by estimating answers and/or by. using the

- sources‘ofrlnformatlpn listed on page B-6 of tn;s”appendlx.

3. When you have written ih your 1nd1v1dual selectlons, share

responses with group members apd reach concensus. Fill in anal -
group selections in Column II. ,' ) N L ! o -

’-,.
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i PRK #'1.'1 - C o . - . ~— . ‘ T »
< ’ 5 . . = . N ) .; o . . .'J 4“’
5 | CPAK #1.1 WORKSHEET #1 SAMPLE CEMMUNITY PROFILE
” - | !
o : . Indivi- { CGroup.
: : | dual Setec-| .
o . . ' Selec- . tion
. ' . ", ‘. g tion (v)
e . o (/) .
= ST ‘“’Descrlptlon of 'the Schoo1 District:
X Tl in % of each type in your dlStrICt) . .
“Urban Rurad —
. . . "} ’ B o .
. ! Suburban "~ Military:
Industrial Commerciat
g " B. P&pulétion of the School District:. & - '
e . : ' - K
S "C. 'Types of Employment (%):
. f . . o
R . _ Executive Skilled White Collar -
¢ s I ] ) ) N ' ’Workgrs ' ’ " .
2 - R Prqfessibhal - : ékilled;Manual .
i : N : ' “Workers . °
fif’;'. L ;f/' Ménagerfal/' Semi-skilled Ménual“ ke
o o . Supervisory’ \ , Workers : o
: 2 ) ) BN 3 . . ¢
;ﬁ : L - Proprietor . Unskilled Manual .
b , Y . Morkers . o
iy o ' _Technician ; UneﬁpTded
. v . . . ‘_. . n‘ " : . -— . N . ., \
. . D. Average Leve] of lncome (%) :
. YT $1,000 - 3,000 - s s°9 000 = 13,000,
. ' . ~ T .
- - 5 $3,000 - 5,000 $13,000 - 19,000 ’
$5,800 -'9,‘000. . §19,000 =
“E. Average Level of Education: . .
waproxlmately hlghest grade’ completed) .
. ‘ Parents Stbllngs
-2
¢ ‘ )
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L

PAK #1.1 ~ .
. . L]
. . ,
£, Rel[glous Affullatlons (Z)
: Catholuc | Jewish Pretestant
' Other | “. U
’ G. Political Affiliations (%): .
-0 Democratic Republican independent:’
t%‘of qualified voters who are fegistered
-~ ) 1 . 8
) % of reg«stered voters who participated in last
munIC}pal electlon - o
H. 'Mobil}ty; . “ -
(specify % or number) . o
How lqng does the average famlly stay in your school
district? L .
R 4 = N R <
B 1. . Geographic Sétting: -
‘Location : . . ' - : . e
J. Demographi€ ata: .. . P L
Populat?%n-' Populafhbn> Marrlage %
Size ‘ °. Density - Duvorce'Rate B
Birth & Death & -y
. . Rate - ' , . v .
v ..,
Age Distribution: '
’ 0= 10 " Yo - 20 _20-"30 - ¢
. 30 - 40 ko - 50 50 - 60
.. ’ ’l - . ‘ '
60 - 70 70 +

11
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‘ . . . . . . . ‘I'. . T . : R : : v -
. .PAK #1.1 - . T - 3, s T n
: _ . E PR R _ "J - PRI
o . ( . ) . .- . . .‘ - L ' | |- l .
K. Racial Composition of the Scthl'Di§triCti(%) - N e EEE ' "
c . . : ‘ . N o ‘.. K . L’
L . American Indian Asian Ameritan-’ .  Black N
ey aana : - ~ - . - .
. . - e »h._ - . e i » B \* v fs -
¢ v Spanish Surnaméd American . Other Caucasian » _ o .
L. -Language Composition (%): . o L | BN
’ . _ ..  Language Spoken Only Fluent Langu;ge B A B L .
T ) in Home ‘ Spoken by Child o . B
.. « * . . En'g] ish . . > . » .n-_ . . . e e ". . . ) ’ ? 'o
., o ) N _— ! : Y 4 —— . LY . )
. s . S ¥ . MERI
‘ . ¢  Spanish AR v o - ) . _
. - S - IR LT <N N .
|  French o S S R
! . . . . 4 .. A —— . “ " . . ,ﬂ . a'
) £ Japanese N . c ST )
E Chinese - ' . ' o - 'L - A R
. e N - . ' . DR A : N . '
'. -7 . . L’ ’ - L .« O~ . g ) . »
' _— —_— _— —_ . o .
p ’ s o . ‘ ) , . oo RS I R
. q - . . ) - N , il - : ~ - \‘
* .M. Types of Residents (%): Lo ~ . :
- - . - — : _ g, N BRI SV -
. , _Home -Owners " .- Home Renters .Apartments S
L oL T s e e ANl o
- - . Mobile Homes Other - . S IR R
e ¢ . o » - ~ . - N 3 . - . - - ) ¢ "'a
: N. Major Organizations in the School District -(names): .
e - e . . . = CE e Lo
Sogn TS i B . s . . \». : . ) ) .~ . “,.:.‘.’:'
N > . . ) I , - LR
- N VY .y - S 3 . s - ] R E - .
- i ‘ - A-‘ . -\\ ’ ) i
. . ) . 1t . ‘ N \\\\
0. " Socio-Econdmice Déscription (%): ' R AR N IR L
"Upper-Uppér . Upper . Upper=Middie_~ . . ‘ -
. L - N . S . . o . » . LR o
U e Lower-Middle.- . Lower - Lower-Lower .© SR L PR
) N T — . e i v R o N G
’ PR - 4 - . N » —
;- » o -
50 .....
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P. Pupil rhformation: . v
K . - Approx. #

= WAppkox.'%J'M.

: C e . ———T7per year . per_year .
' ~_ﬂl;__ncop:-ou-hﬂa'f'é’— . . ' B
T . For District . . - —
For School L " .
(specified) - .
f=- " For Grade Level . ‘ S -
e (specified) v
2. Averagé-Daily Attendance _ . -
- For.District : - . ) -
. For Schodl~ ' . T
) (specified) o e
For'Grahg Level o . .
" (specified). - - - Yo 1
Q> Number of .Classroom Teachers: . = ,,h_\..,
kN (by gradelt’ (Elem.) ("Secondary )
" Number of Special JeacheMs: i )
Number of Paraprofessfonals:fb o 2
B Number of Stddebts\ﬁy Gradé.(K-IZ): S
! ‘ : . -
- §. - Other: B ) . “
: N h B
i . i N - -B-5 -_c :/ E
-‘; f\ . ' "‘.
' ‘ 2'7 . . .




PAK #1.1. ) )
/- “
SOURCES OF INFORMATION
©  Bureau of the Census Publications ~ =~ - ..
“write to: Colorado: Division of Planning
S 524 Social Services'Building .
- 1575 Sherman Street - .
PR _ Denver, Colorado 80203
- ) . “. » f -
. | \r
o -
4 * ‘ »
s . ¥
R o
. [y
&y-f‘pg P - *
,
¥
- ‘4

'f‘

Er

Telephone Directory

° Yellow Pages

. ° Street Directory .

State Documents
- l‘
° Annug!

Report of Property

o Taxatign
° Elgmenthry ¢ Secondary
" Education Act
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PAK #1.1

v " " ' " .
t . .
2l
. . ; . . . / ) N . !
EXAMPLE OF A PUBLISHED ROSTER OF .MEMBERS SELICTED FOR A SPECIAL COMMITTEE .
e . NAME POSITION COMMUNI TY
' . . ‘4 Y . L8 ,
 Cochine Ratlift Child Welfare & Attend. Worker ..S8an Jose
. 1. \
Sarah Jackson . Teacher Frémont
. N . ' v Se
. Phyllis Zgissig. Teacher Ao - .Fremont ,
Alicia Castro - . Teacher San Jose
Marie Simbra Instr. Aide Fremont- h
. . , L] .
John ‘Mazzone Principal N " Fremont
" Mary Gallsrdo . .Parent San Joce )
o o . 5 v .
E. Gallardo Parent. R ' . san Jose
 Marilyn Groat Parent Fremont
Sister Ann Garcia . Principal Newark
buﬁgnnielsidentopf' ““”Ndn=pérenpygit;gen_ Fremont
irginia rey - Studen o L remon
, A S~ ' L _
Michael Fregoso \\\\gJ Student ‘ : " Fremont
Rudy Aguirre ’ ‘ Student’ - A San Jose . .
" . P 3 ) . . EY i ¢ ‘ !
Sister Frances Marie Prinéipq; . _ San Jose .
Gail Law : Prom. Readinngonsultent" - San Jose
" Phil Brazil " Asst. Superintendent . Fremont
“ ; o ‘A . . . .
l—' ' ’
2 ;
] "~ B-9 .
o ° ¢ .
. ' Y, 2 «
‘ | S .o
N 1 | o
. \
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PAK 0

| S, ‘ {(Please fill in numbef)
| PAK CRITIQUE FORM o .
v Please give vour assessment and comments -on the following:
- | our- |very [, .| = |VERY | |
‘ PROGRAM ELEMENT STANDING| GOOD -{ FAIR | POOR | POOR  COMMENTS
.+ 1. Thé quality & relevance '
Eov - - of the subject”matter.‘
2. The appropriateness anp R _ '
usefulness of the in- - o R Y ‘
: struct1ona1 mater1als . R :
3. . The timing or sequencing .
of the various items o
" presented. '
. _ 'R
4. The directing and : | o . _ . ) o -
. : 'a551stance given on the ' ' N : .
s . exercise.- . - o . o { -
ERRREME S N : S R - L .
%77";ﬂﬁ_‘ _Other comments or suggestlons for improving thlS PAK . H:I,“f “"_': ' . B
°. . .~ . T < - L] g £ -t {,
' If this PAK was used as part ofa WORKSHOP tra1n1ng sess1on, then please also com-
plete the follow1ng o , _ . .,
: . o OUT-/ ' \éERY 3 . -VERY' K oo . S _
-PROGRAM ELEMENT . ISTANDING | GOOD |FAIR | POOR | POOR - COMMENTS |
- _I'S.‘ The déﬁloymenf,~gfoup1na{ .
"~ or planned 1nteract1on - '
-of the participants. . -~
6. ‘Phe productivity and/or | - B h _”-\ ; N v ,:;
usefulness of the indi- | - - = '
vidual work session(s). -
L L . . B . T
7. The comments or assis-_ o !
tance given to you on s
your selected:problem.
. : L o ¢t - .
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mental phases of change programs. Within the informal social ‘interactio
and commurication networks in bush communities there exists a protocol
for dispensing -and receiving information. Entering a home and discussing
budiness immediately is not the way the informal organiz tional structure

}.opef'ates._ Business cannot be rushed. If an occasion doe:n’t arrive for
business discussion on the first visit there will always be other visits. Vipla-

tions of these informal networks alienate one from the community and
.decrease the effectiveness of the facilitator. Adaptation to and maximizing
the use of the informal orgamzatlonal mechanisms within the community
requnres patience and, familiarity with life styles. More informational sub-
stance can emerge over a pot of caribou than -in a school gymnasium amidst
professronals. For those interested in further deta||s on native and non- natuve
communication, see Vaudrin (1973) »

- My entry into the village of Barren Bay was establ:shed by invitation,
from the village primarily, and then from the structures whlch at that time
were controlling education in the village. . - ,

Correspondence was maintained one year pl’lOI’ to |mplementat|on of
the change program with the bureaucratic organization respons|b|e for
educatlon in the community. The correspondence consisted of a mutual
exchange .of ideas conéerning the community -¢ontral of education ir rural
Alaska. Current leglslatrve proposals, memos pertment to community control
and cultural- educational oblectaves were items included wiuiin the com-
munication. The exchange furnished me with current materials in the
proposed area of concern and provided guidelines within the educational

" philosophies of the State- Operated School System and the Alaska’ Federatlon.
_ of Natives. o

Communication was officially established, w:th Barren Bay's school
board three months prior to the first visit to the village. Informal communi-

_cation with pbwer figures in the community had been gomg on for.a few

years. The formal communication consisted of a letter and a brief explanation

of the proposaI askmg whether the community would be interested in a

change program. The letter was followed up by a personal meeting in Anchor--
age with the recently resigned school board chairman. The ex-chairman, who
was .currently president of the village council, assured’ the facilitator that

the advisory school board was interested. A copy of the program was present- .

ed to the council president and an invitation was extended to the commumty
problem solving facrhtator Arrangements were made for the facilitator's

accommodations and a date was set for the first visit. hoL

Upon arrival in Barren Bﬁy,r the facilitator met |mmed|ately with the
advisory school board chairmafn. In an informal setting in the chairman’s

home, the program was explained and the chairman suggested a school board -

meeting:be calied the followmg day.- The schiool board meeting would allow
for a formal presentatron and a decision on the board’s involvemept. It is
" strongly suspected' that a decmon had already been made through the in<
“formal decision making | network of the village. - . r

After the -consultation with the advisory school board chairman, the

i facrlltator met with-the principal teacher. The program was explalned to the

'prmcupa| teacher with a request for suggestions.

Prior to the school board, meeting, an informal meeting was held wrth
the preS|dent of the village councrl The president, who was also the former

adwsory school board chalrman expressed confldence it the new chalrman

T Do s
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and offered to support the proposed community involvement in any way
he could,

The first advisory. school board meeting was held as is customary in
the teacher's quarters ‘with the teacher present. The facilitator requested to
be absent for a period of time so that discussions and decisions could oGcur
without the pressure of anh outsider present. The request. for-a segregated

caucus was denied. The board felt that thefe was no need for a segregated

" caucus and that a decision could be reached without being pressured by an
outsider. The board accepted the proposal tg begin examining and detarmin-
ing their own educational needs and to. begin dewsung strategles to meet
those needs.

R in my opinion, the professional educator’s commitment to formal

learning experiences can limit his recognitlon of alternative types of exper-
iences. The- educator is accustomet| to operating within his own ‘culture-
bound concepts of what is acceptable educatioral programmmg Culture-
boundness can act as a deterrent to the dircovery of unique educational
opportunities (Wolcott 1967), which | fnrmly beheve can best evolve from
“within the communlty itself. J
In communicating and mtegratmg locally /acceptable educational

change in cross-cultural situations, the objectivity of }he facilitator is obviated
by his traditional cuftural background. The followjng excerpt from the re-
port by the Governor's Commission on Cross- Cultural Education most
succmct!y illustrates the necessity for meaningful commnity involvement:

The Native community must have the obportumty to deter-

mine the type of education which their children are tc receive.

Decisions which will result i, drastic upheavals in the lives

S~ "~ of culturally diverse chudren should not.be made solely hy

- educators, psychologists, or anthropolognsts regardless of
their noble intentions and motives, /involvement by mem-
bers of the Native community must not be at a superficial
level nor serve as a,device simply to better acquaint parents
with the previously determined aims and objectives established
by the schools. Rather. major educational directions must be
determined by communlty members themselves—drawing, of
course, upon the: specaahzed knowledge of experts .n rele-
vant discipfines (Ray, 1969, p. 73).

It was an awareness of the above report that the community prob!em solvnng
* facilitator ente[ed into Barren Bay. . .,

Obviousiy, a community problem solving famlltator needs to know the
communitytin which he witl be worklng ThlS requlres that he communicate
with the residents. Communucatllin is more than just verbalization. Com-
munication is the sharing of exp nences which develops shared frames of
reference. The situation is rmuch more duffucult when working with clients
whose culture is entirely different from .hat of the facilitator, as Goodenough
points out (1967). Language and cu ture form barriers whlcQ the community
facilitator needs to overcome if he's to increase his probability of successful
focusing on the problem within the co unity.

i learned and used a few phrasgs in the local native dialect in my
daily- activities. Another factor which hssisted me was the usé of the village's
English dialect. This.speech form indi 1tes to (rallagers that the outsider has
shared certain village values. This speec /as Schafer (1976) elaborates,

form,




! Jis recognizable throughout village Alaska. The torm does not indicate resid-

-, ence in a particular village, but rather as having lived .in villages for lengthy

periods. The use of the dislect conveys a wide range of shared activities

that would be denied outsicers. As Schafer observed, “the use of village

dialect contains overt signals with attributes which allowed for interaction

. in value spheres that would otherwise have been denied’’ (Schafer 1976,
p. 11),

In the village of Barren Bay | became effective by becoming a vital
part of the process of change and influencing the situation. My role became
one of seeking a ! zlancd between my own initiative and that of the local
participants.  This l)a'fnce would, as Biddle and Biddle {1965)
tidicatd~allow for maximum encouragement of local initiative towards the

. attainment of identified.-goals. -

In Barren Bay my community involvement evolved in numerous ways.

These included attendance at church functions, birthday parties,
e .=, innumerable teas and coffees, steam baths, movies, cesspool digging, supply
o unloading, rambling ciscussions on the beach, and village meetings. These

., contacts with community’ members provicled an opportunity for warm and
- personal relationships to develop. Foster’'s observation in this regard is that
"people, however well qualified technically, usually are much less success.
ful in developmental work than are those who can establish friendships
. marked by mutual respect wnh the people who are receiving the aid"’ (FOSter
1969, p. 116). .
| feel that a communlty problem solving fazilitator can increase h|s
affectlveness by attempting physically and emotionally to adapt to the vil-
lage Physical adaptation to a different culture is a relatively easy accomptish-
men:. By living in similar housing and eating the same foods, the facilitator, '
can physically adapt. He can hunt, travel, and bui!d with his clients. These
activities, although not part of the facilitator’s norinal €ultural activities, can
be learned. The learning and participation in these experiences involves the
facilitator with the community and establishes some shared frames of refer-
ence with his clients. . i
Emotlonal adaptation requires extensive and lengthy involvement
‘ within the culture Emotional adaptation leads to tne ability to .perceive
i : events in the manner that they are perceived by the studied culture. Words.
v and actions convey different meanings to those who share the emotional
Vo " climate of the culture under study than those who do not.
\ ' For 8xample, the Baffin Island Eskimo word "ionamat” is used fre-
[N quently to convey any degree of physical or emotional pain. It is translated
| to roughly-"'it can't be helped’’ and is said when one accidentally cuts one’s
v finger or on similar occasions. The expression is also used in referring to the
\ death of a loved one. To the individual who is.not emotionally adapted Yo
I- ) \ .the Batfin ‘Island culture, it would seeni inhuman to be‘so unfeeling an
' casual -about a loved one's death; however, the word ‘ionamat’’ conveys
. deep meaning. The word reflects a philosophical state of mind based on the
\.. conditioning of the culture. This.philosophical position may not be in keep- \
v ing with the emotional framework on an ou‘tsigie facilitator and may lead to *

PR
/ ) i faulty conclusions.on his interpretation.
] ‘ N Physical and emotional adaptation are essential ingredients when

assmmg Eroups that have an entlrely different background from the com-
.munity pr\oblem solvmg facilitator. Even when the language spoken ‘is the
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same, the meanings attached to various phrases and behavior are often dif-
ferent and incomprehensible to the outsider. Physical and emotional adapta-
tion open 'the facilitator to communication techniques and meanings
employed within the.target group. .

Physical and emotional adaptation lead to the. development of mutual
' understandings. Without mutual understandings or shared frames of refer-
ence, the depth of insight established by the facilitator can only be minimal.’
Even when the tommunity . problem solving facilitator develops shared
frames of reference, he is a vast distance from a true insider’s view when he
has' not been raised among the people he is working with. The childhood
games, the relationships with village adults and the “feel’’ of the environ-
ment are beyond reach, and the absence of an insicler's view creates gaps of
profound significance. ) : .

This whole question of communicating and integrating acceptable

range “becomes markedly different when the_"facnitator is a member of
tne target group. In these situations the approaches used by the indigenous
facilitators ofter differ sharply from the approaches of the outside facilita-
tors. Much: can be learned in assisting the-change process in native com-’
munities by observing. how resident . native community problem solving
facilitators use informal information networks. - '

The folluwing incident will illustrate some of the differences between
approaches of facilitators who reside in a community and those who do not
by looking at a'group of eight university students participating in a village
study’ program. Two of the eight students were native residents of the vil-
lage. As the study progressed it became apparent that.the community had a
number of alternatives for their local schools. It was decided by the group
‘to present these options to the community so that they could be fully aware
of the range of altern'ativ'es" A chart illustrating various courses of action and
“implications of those actions was prepared for the community along with an
outline. The two native residents in the study group had wholeheartedly
participated in the collection and analysis of the various alternatives. How-
ever, there came an abrupt break which upset some of the non-native group
. members when the two-native students decided that they would.like to com-
municate the educational aiternatives to the village and that they had no
irtention of using the prepared materials. Obviously the two native students -
were the most suited for the dissemination of the information in their com-
munity; however, the problem within the student group revolved around the
rejection of the -carefully prepared materials. The two students explained
that_é_lthough the outline and table depicting the alternatives were most
beneficial for them in clarifying their own thoughts on the subject, the or-
ganization of the material and the chart itself were completely:- out of
harmony with communication pitterns within their village. 1t was explained.
that things are not elaborated upon with charts and outlines -at village meet-
_ings. The two native students feit that the researched educational alternatives’
were important and should therefore be presented to-the village. The two
argued that the proposed method of presentation with prepared materials
.at a village council meeting would impede understanding of the alternatives
and lessen the likelihood of subsequent action. The two native students
suggested that.they could more effectively disseminate the information
through traditional informal information patterns. )

The latter example indicates ‘the vast cultural chasm in methodology

-
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that lles between those concerned individuals from outside the community;‘
who wish to-assist in the change process and those who are most affected
by the change. Meaningful change doesn't occur easily from sources alien
to a cultural system, with the notable and deplorable exception of armed
intarvgntion. Meaningful and durable change is that which evolves from
within the cultural system itself.

Alaskan -natives are rapidly assumlng control over their educational’
sys‘t‘ems. The commumcatlon and integration of this responsibility into the
varied cultural systems that exist among the natives of Alaska is an awe:-

\50me task. Those involved in the transference of this responsibility need to

" live in villages and in close association with community members. Commumty-‘l

problem solving facilitators should be primarily responsible to’ the village.
Because of cultural differences, indiginoys commumty facilitators have a
greater probability of success than do those Iess familiar with the life styles
of villagers. Change, to be effective, must become an internalized conviction
of the people involved. Through the imernalizing of convictions, change and

~ the Iongevnty ‘of subsequent programs can be sustained without the presence .

of external facilitators.

Locally acceptable change can 'occur only wher it is time for it to.
occur and that season is best determined by the.community itself. Programs
to induce change may be forceably transplanted to communities by expert
horticulturists; however, the climate of the greenhouse is often innappropri-
ate for the field. Meaningful and durable change nurtures itself from the
community's own perceptions of its needs. The communicating and inte-
grating of these changes within. a community can most readlly arise when
the community itself sees the need to cultivate. . ‘
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ADMlNlSTRATlVE‘lNFLUENCES lN.ALASKAN
NATIVE EDUCATION
by

Ray Barnhardt
Cross-cultural Education Development Program
Unijversity of Alaska, Fairbanks
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Formal education of the indigenous peoples of Alaska has been
criticized, scrutinized, and analyzed contlnuously since schaols first made

. their appearance on the Alaskan scene, but all this attention has had little

_cumulative effect on the way it has actually been operationalized. Despite
numerous innovative attempts to-localize the curriculum, modify teaching

~ methods, and improve teacher selection and training techniques, schools in.
rural Alaska still remain largely alien and ineffectual institutions. While some

of the special programs and approaches that have been developed and im-
plemented over the years have made noticeable short-term differences, few

___ _ can claim to have achieved a significant beneficial effect over an uxtended .

period of time. The generally acknowledged unacceptable achievement level
of schooling in rural Alaska continues to*be the subject of heated debate,

massive funding, and intense activity, all of which continues to result in-

little substantive improvement. Why does so much presumably sincere effort
produce so little desired change? The purpose of this paper is to examlne the
lmphcatnons of that question based on the Alaskan experience, and to DUI’SUE
some potential answers to it, with a partlcular emphasus on administ ative
implications. - .

The remarks presented here are’ an outgrowth of six years’ abservation .

of, ‘and interaction with, schools throughout Alaska, as a University v »ordin-
ator of a field-based program for t.-¢ training of Native feachers. Curing that
six-year period, | have seen nume:ous special programs come and go, some
to be rebprn; with little apparent recognition of past failures; | liave seen

hools administered by the Bureau of Indian Alfairs, the State- Operated
ézhool system and numerous local school districts, -all ct)pmg witl, ihe same

problems mdependent of one another, but-with a similar lack of success; and:

I have seen school progrims implemented by numerou ‘zdminis trarors for
wndely diverse populations under highly vlried conditions, with littls notice-
ablé difference in content, operational design, or effect. Ail of, this has led me
to examine the administrative styles and behavior of persons resp. isible for
administering educational programs for pentie in rural Alaska, |n anetlori to
‘determiné the nature and .extent’ “of their intluence on those programs The

impressions and analvses | present here are sub]ectrve and specutative, and

thus require more Sy% tematlc review before any serivus attempt is made (0
|mplement alternative administrative approaches. :

The Traditional Administrative Roie

The prevailing role of un educazional administratcr in rurai Alaska has
been developed- ar.d established through a ‘ong tradition of the delivery of
educational services from an external benefactor to an-indigenous, and pre-
sumed_indigerit, beneficiary, the Alaskan Native. An inherent characteristic

o

’;of th|s traditional administrative approach is.2 hlghly centralmd process for -.
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_definition -and control of educational programs. Administrators are cast as

authoritarian figures responsible for making decisions and seeing to it that
subordinates follow through on the implementation of these decisions. The
persons who hold these administrative positions arg trained. in traditional
administrative practices which aré an outgrowth of business and civil service
concerns for uniformity and efficiency. The typical school administrator
was described as follows, in a paper by Anthony Greqore and Eileen Johnson,
titled “‘Trespassing in the Holy Land: -Relations Between Anthropologists
and Administrators.” ' '

Most sciool adininistrators are managers of bureaucracies.
Their advanced degree work at the master's and advanced
cerdficate level is composed of courses which permit them to
function well within their culturally-determined and rein-
forced roles. They therefore receive training in curriculum
design, law, finance, personnel management, business proce-
dures, and traditional leadership technigues. Rarely are
options in the sociallsc'i.ences encouraged or sought. Social
science data are not necessary when one focuses upon how
people and strata are alike rather than how they are different.

The nature of bureaucracies with respect to .social-arrange-
ments encourages a likeness view by its concentration upon--
equal and fair treatment through rules; separation of people
through specialization; and impersonalization through rank,
stratified privileges, and “seniority rights. Information about
differences in people and pluralistic values is not needed nor
appreciated when the administrator’s orientation is toward
likenesses. -

A key function of the administrative role descnbed here is that of reducmg
the variables with which the administrator must cope so that the program
operation is manageable. Thus, the administrator ‘‘encourages a likeness
view'' and. either rejects as extraneous, or redefines in more manageable
terms “those variables which interfere with or complicate established admin-

‘istrative procedures. This tendericy on the part of administrators ‘was also

observed by Harry Wolcott, in a study in which he described the "variety-
reducing” behavior of elementary school principals: “'Their attention was
dirgcted at keeping things ‘manageable’ by drawing upon and reinforcing the
existing system rather than.by nurturing or even permitting the introduction
of variation” (Wolcott, 1973). Such a "variable reducing" ‘function is often-
times necessary. and is particularly adapted to operations where the end
product is explicit and agreed upon, and the process for achieving the end
product is understood and uniformly predictable. None of these conditions
exist, however, in- the field of public ecucation in general and efforts to
achieve consensus on similar issues in the area of cross-cultural education
have been especially difficult and frustrating. The effect of the traditional
“variable-reducing’” administrator on education in rural Alaska has been to
discourage (and sometimes subvert) attempts to adapt educatmnal programs
to the needs of the local people. Program changes which have not significant-
ly interfered with established administrative’ procedures or power alliances '
(suck as'a new reading program) usually have been readily accepted and
offéred ‘as evidence of -receptivity to change. But-program changes v.hich have

introduced new complicating variables or have posed a threat to established




‘procedures and allisnces {such as hillnguul education, or the. ch.velopmunt of

local school boards) have been, oftentimes, litterly resisted without sub-
stantlve  counter-argument. The program changes related .to curriculum,
teachlng methods ar teacher selection and training techniques, usualty have
been within-system' changes and thus did not interfere with administrative

relationships external to the system. But bilingual programs and school '

boards have introduced variables for which authority and expertise resides
in the community, which implies a shift. of power and control to a source
external to the system.

For a person grounded in traditional administrative practices this can
be.a rather unnerving and threatening expernmce The instinctive reaction is
to seek ways to minimize the impact of the new variables. Only when he

“sees the writing on the wall,"” will the vanable»reducmg type administrator

adapt :his posmon 1o accommodate the change, but then only to the extent
that curcumstances require him to do so. The commumty must, thnrefore
achieve a position of power and political influence to make its wishes felt,
if it seeks changes vshich may affect the basic structure of the educat.onal
system, and there is no doubt that the Natlve people in Alaska are seeking
such changes today.

" The Problem

. At issue then is whether or not an effort should be made to adapt the
role of administrator to accommodate more directly to the educaticnal

“needs of the people of rural Alaska; and if so, what kind of role should be

developed? At first glance it would appear obvious that the administrative
role should be adapted to meet the needs of the people, but needs are highly
complex and constantly changing. If a new role is developed to address to-

.day's needs, will the same role be appropruate tomorl ow? Might a prolonging

of the tradmonal administrative role generate enough frustration amongst

"the people themselves to cause them to exercise control and establish their
own administrative processes, thus achieving an often expressed but seldom.

addressed goal? Can the function of a school be adequately accomplished
under any Other than the traditional administrative approach? While these
questions must be serlously considered, other more persuasive issues indicate

. that an alternative administrative approach is indeed needed in Alaska today.

‘The most encouraging sign on the horizon of Alaskan Native education
is that the Native people are no longer content to be passive recipients of
educationat programs developed by benevolent educators apart from Native
community involvement. The Native people are actively seeking a controlling
interest in the traditional educational programs intended to serve their
communities, and ‘they are, at tke same time, bolstering their interests by
establishing innovative programs of their own which threaten to supplant the
ineffective traditional programs. Much of the newly acquired polmcal and

’ economic influence of the Regional Corporations; established through the
Alaska Native Claims Settlement Act, has been directed to improving educa-

tional opportunities for the Native people. The var‘nety of "bilingual-bicui-
tural programs’’ that have sprung up around the state, and the several new

" institutions, such as the Tanana Chiefs’ Land Claims College, the Tanana
. Survival School and the Inupidg University of the- Arctic are indicative of

this growing trend. The Native sponsored programs have been developed

outside the conventional channels and controls of the traditional educational
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machinery, resulting in somo innovative ideas wlth -considerable potontinl
for success. The Initlal response of the Native communities has been quite
encouraging and supportive, but the traditional programs have been slow to
respond.

 These efforts however are not always as threatening to existing pro-
grams and institutions as they first appear, The step from the conception of

"a new Iidea to its effective implemenmtnon is oftentimes_a very frustrating
. and difficult one, in part betause the persons techmcally qualified and

availableto uccompllsh,thetask, Native or non-Native, are themselves products
of the traditional educational system. Consequently, the new programs often
end up functioning in essentially the samie manner and suffering the same

. inadequacies as the traditional prdgrams. This problem is becoming par-

ticularly acute as the move to establish local control of the federally and
state-operated schools in Alaska frees local or regional boards to develop

_ecducational programs uniquely suned to their needs, with little concern for

exteenally imposed. policies and admmlstratlve guidelines. Some of the new

“Rural Education Attendance Areas” are finding their initial enthusiasm

dampened because the' operational versions of their attempts at new and

_innovative programs are often barely distinguishabl'e.from the programs they

replaced. The' new programs are handed over to an administrator who unin-
tentionally subverts their unique quslities and purpose by translating them
into a traditional administrative framework. Given' the rapid development cf

new edu'c.ational pragrams, many with only vague and ambiguous purposes
and previously untried processes for achieving those purposes, it seems:

imperative that a new breed of educational administrator be fostered to
assist these new programs through the trauma of thair formative stages.
How then might such an a(lministrator define his role?

Amr Alternatlve Administrative Role’

Fortunately, with_the influx of numerous new educational programs in
Alaska, school dlstrlcts are’ experiencing a variety of alternative administra-
tive -approaches. ‘As the number of unconventional educational administrators
working in schools and Native organizations thrgughout the statesincreases,
some common patterns and processes will emerge amongst the varied
approaches, and these will gradually evalve into’ new administratiye styles

\"

\
\

3

and practices. Through careful observation of these approaches we may be -

able to detérmine some of the characteristics that can be associated with a
successful administrative style and prepare persons accordingly.
If the circumstances deseribed abovg continue to evolve as indicated,
the type of administrator needed to operate educational programs in rurai
Alaska in the future will probably be similar to that described by Gregorc
andaJohnson in the article cited earlier: S L
’ An_emerging view of a new-breed admmlstrator is becommg
evident. He is seen as an implementer, facilitator, and evalua-

“tor of education programs. He is seen as a synergist, teacher
of teachers, an qrganizatio‘nal designer, a politica! statesman,
and an accountability monitor. He must be aware of inter-

~ pretations of Equal Opportunity, program design, trends in
curricular .and .personnel administration, and of loeal com-
munity mores. In this view, the schoot administrator is less a
buregucrat and more of a leader and facilitator. He i‘s expected

\ : e ¢
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to understand individuals and groups and to utilize their
individual talents_rather than just manage an organization with
fixed positions to be filled by replaceable, standardized parts.
This type of administrator needs more than training in
schuduling classes, disciplining students, increasing efficiency
and managing an organization, He needs professional assistance
in i(lunnfqu and interprating differences and  likenosses
among individuals and groups. Further, he needs guidance on
how to organize colluctive efforts toward positive ends,

A key function of such an administrative role is to develop an administrative

' process that is capable of accommodating to the complex and dynamic

i‘

quality of evolving educational programs. The administrative structure
required for,such programs must not only be able to support existirig vari-
ables, bat must be expansive enough to facilitate the development of new
variables, allowing the programs to adapt to ;c0|1stu|1t|y changing circum-

.stances. The new breed of administrator is, therefore, in a ‘'variable-

generatmg“ role, and must possess the persondl qualifications and C‘XDEIUSG
necessary to carry out such a role. R

~  Sinca the variable-generating role implies an addptive, innovatiVe'
Iemblu aqd loosely . structured .administrative applonch a person insuch a

rhle must, above all, possess a high tolerance 'for ambiguity. The-educational |

roblems ir rural Alaska are oftentimes only vaguely, defined with numerous
ariables responding to crratic forces in a generally unpredictable manner,
Solutnons to these.problems are, therefore, often elusive, and at best, ten-
ative. The programs designed to address such problems must maintain an
Omﬂended evoJut»onary approach constantly seekiny and incorporating
néw solutions as the significant variables becorhe more explicit 'and better

‘understood. The administrators of these programs must avoid seeking ¢losure*

on an issué before it is absolutely necessary, SO as to encourage consideration
of %Il possible variables related to the issue. They must, therefore, be capable
of tolerating the I\lgh degree of amblguny inherent in such an approach. b

Another charactetistic essentlal to a variable-generating rolg is that the
administrator be weople-oriented. He must be sensitive to human ifferences
and be able to build upon those differences. He must foster informal, open

“rklationships and delegate responsibility through a decentralized and hori-

zontally oriented administrative structure. He must insure the free flow of '

communications in all directions, and he must himself be tuned in and sen-
sitive to formal .and informal communicationachannels. He must be able to

organize people in such a way that their diverse interests and collective ef-
forts fuse and move in a desired direction. Instead of focusing on specific
content intended to achieve an explicit end product, the administrator must
direct his attention . -to the processes that will carry things forth«in an implicit
direction. His emphasns must be on establishing decision-making and problem-
solving processes in which participants can themselves engage, rather than
attempting to make all decisions and solve all problems himself. He must,
therefore, understand the relationship between individual behavior and the
social organization within which 'it occurs, and he_must understand the
nature of change processes. . - . .

If the above characterization does, indeed,, adequately represent arn

lﬂ‘ .

emerging alternative admlnlstratlve role for ruraf Alaska, what should b§ s
done about it? A traditional administrator, steeped in a variable-reducing .
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apbrgach, would find it extrenely ditficalt, if nol impossible to adapt to a
varable-generating appruach. Anyong who has worked under more than one
administrator is aware of the integral relationship hetwaen personality typa
and administrative style, The personality of the administedator and his modus
operandi arg inseparable and, therefore, give rise to the noead for careful
selection processes ta mgateh the person to the job, The type of person
required to fulfill a variahle-reducmg role prabably would not bae suited for
asvariable-generating role, i .

b owe can assume, then, that different administrative roles reqguire
different administrative styles, and the need for o new role is emerging in

rural Alaska, our first task is to make suid that asuministrators with appro- -

priate styles are avaitable to it those roles. Local school boards should have
a choice when -they have the opportunity to seleet an administrator.to imple-
ment their programs. Since existing vertification requirements and admii-

istrator ‘training programs are fargely oriented to traditiohal administrative

styles, little choice currently exists, More flexible requirements and alter-
native training programs should be developed to allow for the selection and
preparation of o 'wide range of administrative types. Those boards and
agencies’ responsibi® for selecting educational administrators should then he
acquainted  with  the alternatives  available, and allowed Jo proceed
accordingly.

Although administrators are not the ‘only ones responsible, for the
success or failure of educational programs in rural Alaska, they are the
persons who most directly influence how the programs operate, and thus,

. determine their ultimate “iability. While the above description of the ad-
.ministrative role is sémewhat impressionistic and fncomplete, | have attempt:

ed to shed some light on how alternative administrative styles can influence
educhtional program development, with the. hope that administrators will

- thus be able to more readily adapt their efforts 10 meet the needs gf the

people they ser VY. Maybe then we will l)Lgm ey dovelop educauonal Drogrdms
and, prattices that are flexible, sensitive, and -adaptive onuugh 10 be truly
dpphcable across cultures,

CONTRASTING ADMINISTEATIVE STYLES

Traditional Alternative

Varable-generiting
Decentralized control
Informal relationships
Loose structure
Likeness-orented Difterence-oriented '
Vertical staff refations Horizontal staff rel d(IOHS
Directive R Non-directive
Intormation flows out T Infonnptnon flows in
Managing robe. Facilitating role

Explicit 1ult~> hinplicit rules

Varnable-reducing

C " Centsatized control ¢
Formal rekationships
Tight structure ’

Restrctive comimunications ch.mm»ls
Content/product oriented - )
Converging focus
Flesistant to change
Static structure and funtion

. Upwnrd respxms:ve-
Impersondi regtionstups

VoY g

Open communications channels ;

_ Process/direction.oriented

Diverging focus

Receptive to change

Evnlutionary structure and function
Downward-respOimyive "

Personal relationshipy
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.« PARTII -

COMMUNITY/SCROOL ISSUES

When the schools came
village families were broken
like stones under a great hammer,

» 4 .

The age-old pull of the seasons of fish and game
. still tugged at the chests of the men -

with the insistence of embeded fishhooks,

and when the great caribou imigration started, < .

' . or apBchrophal schools of salmon
returned to Bristol Bay,
--when fagged leads begen to appear
ltike great seams in the Arctic ice pack, N
or the first dirty trailQof springtime
Cw showed in the snow on the sides of mountains

‘ ) pinpointing bear dens . . . .
\ ‘ ‘ came the inevitable morning ‘
N to Native families throughout the northland
when there was something different in the houses: -
me.i rose up earlier than usual, :
and with great deliberateness
pulled . n their travelling clothes,
drank coffee, talked very little,
and went out on the trail of their fathers.

/ Women stood in the doorways, saying nothing,
no longer able—as had always -
been their custom~to go along behind.

Little children ran after

their claddies’ disappearing bo. ' f
helpless to prevent the leaving.

or the growing distance betw: ;. /:cr.,

There were schools in the villages now.
. . .and the White Man's Law ~
' said Native children had to learn.
Well, they would. - . .

L » —Bill Vaudrin

S -6y, :
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TOWARD A SYNTHESIS OF CULTURAL ,
'TRANSMISSION PROCESSES

Ly

Jim Stricks
Cross-cultural Ediueation Development Program
’ ' Univorsity of Alaska, Fairbanks
o ‘

Every culturdl group bas peen faced wath the problem ol ats own
survival amony dwverse neghbenng poputations. Some process {eithet 6x
plicit or implicit) tor transttiny cultural values and insuring the develop
ment of appropriate behavior i the soeicty’s childrenfimust be nstablished.
This process involves the transmisiion ot the vssential knowledge, skills, and

Jgechniques of the alder generations to the younger o, Such skilts inelude

those 1tecessary Tor survival mothe natural as well as in the socio economie

Cenwvironment and thar transimssion can be further categorized in terms of

informal and format processes. The informal oceur in an incidental way,
often as immediath need arises, ina natarab setting: the formal asually require
the ectablishment of an institution of some sort wineh specializes in controbl-
ing such processes andd which usually is separated i some sense from the gen-

eral flow of smaal lite, These processes of cultural transmission- socialization,
or farmal and nfonial edueation - exist to preserve the traditional cabtaral

life of the socivty . .

A specific cultural qroup’s develapment of transmission processes
ldcpumls Bpon two major interactive fagtors: the nature and needs of the
child, and the goals of the s()(:ig.‘ty,‘ Consequently, caghy society is unique in
the details of 1ts socilization processes and there is ;G_m.'n diversity around

the world.2 Ir_ Palay, an island in the Pacific, for example, children are’

taught in a painful manner that “people are not to be tll.tsl(:d"’*3 and this has

“detinite repercussions in the economic, pohtical, religious, et cetera, suly

systems of the society. In contrast, the Ulithians, another Pacitic island
group, arevery “solicitous and supportivu"l of then children, thus engender-
ing trust™and an atmaosphure ol retaxation. Although the basic physical needs
of children int these two souieties are tkely the same, the groups’ implieg
goals, based an their collective u(ldm.ll‘mll‘s in their respective v(()lugtcal
systems, are different, and therelore deatand thg development af different
emgtional -and. intellectual attributes fos the Andividual members of the
culture, ! '

S«mllurly wlum_m)mll systems vary a great deat umun(i the world'

especially with regard to their leve! of formality or informality. Chance®

- describes some aspects of the informal processes of education of the Inupiat

Eskimo in northern Alaska as they were before contact with the Russians
and Americans. Children learned the essentials of survival in Inupiat society
and the natural setting by actually participating directly i the activities of
the household. Boys accompanied their fathers o hunting trips while girls
learned how to take care of the-house, Religious and social lessons were
tearned through informal mechanisms like evening story-telling with elders
or\ games and play with the peer group. There was no specific place or time
that children learned important things; whenever there was a need or oceasion
“for the transmission of traditional cultural sknlls or beliefs, such transmission

* occurred. This was an adaptive situation since, in a harsh.environment like

w68 .
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northern Alaska a group that depended on hunting and gathering ItS food
<ould not spend % fot of time educating its young in a special place orata
_special time ot in a special way and obviously would not need to dp S0 since
most ‘of the necessary things could be learned in other ways morg closely
connected to-the dailv Iifes'vle of the adults, They "did not have to.worry
about relatlng educafion to Iife because learning came naturally as a part of
living.” -

.. Eurcoean and American so(,ieties have aeveloned more diversified

socio-economic systems with many more alternatives for an individual’s
_survival in the environment and society. As a consequer.ce, the school was ’
developed :as a formal institution dJesigned tn specialize in the transmission
of certain aspects of the cultural heritage. Developed originally. to teach -
children tc read the Bible, the schoo!l slowly evolved to include many other

_ areas, so that now it has taken on a larger share of the responsjbility for -

transmitting & wide range of culturai values, attitudes, and knowledge to:the
young. It has also developed as a training ground for all sorts of vocations and -
_careers and has begun to control, through educational sanctions, the gates '
to certain.economic advantages. The school, of course, is a very formal mode
of education; it “exists’” only during certain times; five days a week, from. -
9a.m. to 3 p.m. for only 9.months each year; a prafessional elite has grown
up to run it; special.buildings have been built (o house it; _it‘s activities are
based on abstract, systems wiiich Leccme increasingly complex as one pro-
gresses through the grades and ‘increasingly separated from the ordinary daily
life of the adult population. Although this American system of -education
has adapted somewhat to the highly compiex needs.of .the society \;n which
it developed, some critics would contend that it has become mcreas;nglv
smaladaptive, and that it does not reallv meet the needs of the young people
_anymore, nor_ does it transmit viable cultural beliefs and skills. :

At any “rate, it can be seen that both the indigenous Alaskan and the

- American culture groups developed their own distinctly unique cultural

transmission processes according to their appropriateness for meeting the
specific needs of the societies in which they arose. What happened when
these different groups came into contact with each other in Alaska? . . \Y .
In a culture contact situation of this type, where one cultural: groNp
has a large population, great power, and great economic wealth, and where
the other does not, usuallv the former becomes the dominant group. lts
values; beliefs, and institutions take precedence over those of the smaller
group, whose members begir- to accommodate themselves to the larger
group. This process. is called acculturation. In’ Alaska for several reasons, such
a process has not been entirely completed; that is, although many Alaskan.
Natives have adapted some American technological and material elements as
well as some social values and belief systems, they have not been completely
-acculturated. Many ‘are still able to ‘practice traditional subsistence lifestyles

" including hunting and gathenng activities and their attendant social relation-

ships. However, these are becoming more and more 1mpossnble to maintann
wnth the influx of immigrants to Alaska and the development of mlneral'
-resources. ‘in the rural parts of the state.

This state of affairs, of course, has had and continues to have certain
implications for the maintenance of continuity in the iransmission of cultures
in Alaska. With the introduction of schools to Alaskan Native villages there
arose an _obvious.conflict between the American and indigenous peoples

[y
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—+-goals and their” respective processes of cultural transmission. An Alaskan

Native child was suddenly subjected to at least two patterns of life, two
value systems, two systems of beligf-one in his home, the other in the
scho_éL\ Not only that—such a child|was subjected to at least two types of
_transmission ‘structures and methods—again one. at home and the other
at school. Such a segregated system of cultural transmission could only
engender confusion, discontinuity, unrequited expectations, and ir.security.
Recent educational practitioners have attempted to overcome the
dissimilarities of content between| these disparate cultural - transmission
systems through such things as bilingual programs, culture heritage programs,
Indian Education programs, et cetera. These all seem to.be steps in the rigint
direction because they attempt to (emtegrate aspects of the two cultures.
That is, they :attempt to bring seme of the more traditional aspegts- of
Alaskan village life into the, classr%‘mm, for example, they encourage the
continued use of the Native language and furthermore, attempt to utilize it

corinued engagement_in traditional .arts” and crafts, survival skills, and
technology not only. for their own inherent -value bdt to assist/ in the
transmjssion of the indigenous cul‘uyre In this way, perhaps, the co[vtent of

. for teaching aspects of the dom-nth culture. Similarly, they encourage the"

_ the cultures in contact are partially egmnlng to be mashed and meldtd into a

©ina way which more closgly reflecfs the Alaskan village lifewa

TN

new viable cultural alternative. ' /
However, if the methods, the structure, the form of the trapsmission
process remain strictly that of the dumma'\t cuIture such a meshi 'g cannot
be entirely successful. Cultural cor]tent whnch is inextricably bo nd to in-
formal transmission techniques, as in the . .indigenous Alaskan Native system
" cannot readily be transmitted mtﬁun a formal framework |Ik(:/the schooi
classroom without being significantly altered Thus if some sort ! mutual
acculturative process is desired and a new cultural framework /more amen-
able to the needs of rural Alaskan|residents is to be established, then some
_alteration- of the.processes of cuitpral transmission institutionalized in the
school must take place: What is needed is:a restructuring of Juch processes
. The specific
a;trlbutes of such systems would vary with-location. Certain| culture-bound
Iaws and regulations regarding education should be relaxeq
expénmentatlon with alternative administrative and pedago ical structures.
Educatlon would not have to take |place in one Building, separate and differ-
ent from all the others in the village, from 9 a.m. to 3pm,,
Friday, for an arbitrari. y selected nine months of a year. |1
tinuous, a part of the daily life of the vNIage and partucularl‘
roles, methods, and processes.
With the establishment of thg Rural Education Attend nce Areas the
people of rural Alaska have the opportunity to significantly glter the tiadi-
_tional American educational institutions in ways which will morg appropriate-
ly meet their own needs. ftisa difficult task and one whigh they will have to
perform in their own way. It is up to the village people themse ves to make

could be con-
of traditional

. - decisions: concerning the education bf their youth. Only through their effort
.-and commitment will it be .possible to integrate different li :

,ultural trahsmission ‘processes by | incorporating sor - >f the raditional
indigenous education maodes into the formal educat’s-  cess. Morsover,
in view of the increasingly frequent omplaints about } ladaptiye nature
of .tt.}e ir dttlonal__schpol systems h America; such e-. .imentati‘?n with

-to-saltow for
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alternative ‘forms among Native Alaskans, may also greatly henefit others in
the American society. .
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EDUCATION AND THE
' . SUBSISTENCE WAY-OF-LIFE

" reproducéd with permissiun from

——p—

. Does One Way Of Life Have To Die So Another Can Live

published by
Yupiktak Bista
 Bethel

The Yukon-Kuskokwim Region is considered the most ‘back-
ward’ in Alaska and as such stands a chance of preserving its

- culture through the educational system. It is our intent that.
by incorporating the study and practice of our culture in our
schools we can save this culture from which we come. It is
our conviction that the Yupik way of life can be saved and
only our young can save it.

b s _ _ ~Harold Napoleon, 1974

. What kind of education will prepare our children fqr the uncertain
future that lies ahead? How can education give them the options to strike

. their own balance in living on a combined subsistence and cash economy?
. How ‘can we prepare. our children to- meet the unpredictable and difficult
_circumstances of the rapidly changing world? .

We did not always have these problems of the meaning and purpose
and approach to education. Before the erection of school houses and the
introduction of professional teachers to whom Western civilization enirusts
the minds of their children, education was growing up-in a village. Education

. was done in the home. with ‘the father, mother, grandmother, grandfather,

brother and sister, uncles, aunts, cousins, and friends. Education was also

.given by the weather, the sea, the fish, the anirnals and the land. Children
“at a very early age came to terms with the elements. We did not have to worry

about relating education to life, because learning came naturally as a part.of
living. Education was the process of living from the land, of su:itisting, of
sufviving. - o o _
~ The coming of Western civilization broke this unity of education and
living: Suddenly survival depended upon knowing a new 'language, new skillsq
and new ways of relating to people and the world. Today we have emtiusted
the minds of our young to professional teachers who seemingly know all’
thei'e is to know. They are teaching a child how to read, write, repair a car,
weld two_pipes together. But they are not teaching the child the most impor-
tant thing. Who he is: an Eskimo or Indian with a history full of folklore,
music, great men, medicine, a philosophy, complete with poets; in short,
there was a civilization, a culture which survived the harshest of environ-
ments for thousands of years. Now this culture and the subsistence way of
life are being swept away by hooks, patents, money and corporations.’
[t is not our intent to wage war on Western civilization. We merely
want to come to terms with it—on our own grounds. We do not dislike
Western civilization or White Man. We simply treasure, our young and our

" culture. It is our belief that both can live together side by side, but not

- a0 12
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necessarily eating out ofvthe same bowl. We can share potlatches ard
Christmas together. . '

Most parents see school as a necessary and vital thing |f their children
are going to share and take part:. in the Western way of life. If we are to con- -

-trol our own lives and run our own affairs we must each know the ways of

the dominant culture: And we must have well-educated leaders who can look
after the interests of the Yup|k people. But the shortcommgs of the present.
educational system ‘have to be recognized.

When formal education began in this région in 1886 with the first
Moravuan Mission, peopIe began giving up some of the moblllty of the sub-
sistence pattern of living. In order to be near. the school, they had to forego
some traveling to hunting and fishing camps. But even though people have
become well-settled in villages all of which have ‘schools, the achievement '

- rate for Native childrenhas remamed far beJow the national average. In 1960

the average educational achievement Jevel in this region was only 2.6 years

- By 1970, the average had risen to 4.6 years.

Underlying the high dropout rate and absentee|sm among students is
the fact that school is an alien atmosphere for the children. Well over 90 per
cent of the Native students in this region enter school speaking Yupik Eskimo
which is spoken within the family as well as-throughout the entire com-

‘munity life. Their lives become erdgred by the ringing of bells and the calling
'©f roll. They begin learning about buses, cows and chickens, Thanksgiving, -

baseball and spaceships; all of which may be interesting, but are nevertheless
foreign to the village. Parents within this region have stated over and over
again that acculturation and ad]ustment to Western society is n~t and cannot
be a goal of education. However, a student’s adjustment to the school envir-,
onment demands -acculturation which in turn represents a Ioss of traditional
values and increased isolation from his own culture. B

Look at the children at the age of five or six when they begin going

- to school to learn their ABC's from the adventures of Dick and Jane and their

sense of history from the lives of George. Washington, Franklin Roosevelt
and Richard "Nixon. The young children cannot identify with this way of
living and these people. And so, as they are being prepared to go out into the
world, they begin to lose a sense of their .own identity, their own place and -
person. .
This process of alienation continuesand even accelerates whén the
children reach high school age. To attend high school. they ‘are usually away
from their home most of the year..Their courses are designed to prepare them
to go on to college and then qn to various careers and professions. They are
oriented toward finding the best - ‘paying jobs. Their lives become organized '
to the clock; the working day instead of the routines of living in a village.
Alth'ough the modern education system can give the children many .
skills that will be valuable, the proeess is Usually very -hard on them. During’
the time .the children are away at school, learning more and more of the

" skills that it will take for them to live in the cities and become leaders in

that world, they are learning less and less about their people and themselves.
When they come back educated they are no longer the same children that we
nnce saw leave ‘for school. Some of them return home after so many years
1l are strangers to their own people. But much worse, they are stranger
themselves. . ‘ . .

It has always been d|ff:cult for parents t\o send thelr cblldren from their

3 5,




vﬂ!age to go to school. Thelr cadnizss has been balariced by the belief that
this was necessary for their children’s future, so they could make their way
. ina changlng world. Now many of these parents are realizing that the educa- -
. - tion,system has a great weakness that is leaving many children unprepared to
livé either in the villagr .c *d or the outside world. It doesn’t develop and
. strengthen a child’s owr . image and confidence. His education dozs '
_ help him know who he is or where he came from. His education’ leaves h:m
stranded somewhere between the village way of life of his parents and the
white way- of life he has been taught in school. He is. between two worlds,
- not really belonglng to either. o

°
_Educatnon and Survival | - o . .
L Qur young people are often not prepared in.practical ans to I|ve in _ ‘
- either world. Their high school programs supposedly lead to careers and L
v professions, but all too often the young people can not find jobs. Employ-. '
ment in the region is scarce, with many skilled jobs going to white people
who gained experience outside the,region. Some young people migrate to
the cities where there are more opportunmes only to find they are not
prepared for the competition of the wage earning market place.
Likewise, the young people are often not prepared to live in the bush.
Dunng their student years they have not been learning ;yl the skills neces-
~ sary to subsist off the land. One result of their studies has been that many
'(have not had the opportunities to learn how to hunt, fish, prepare food and -
make clothing. |f subsistence skills are lost, there could be. tragic con-
sequences to the Yupik people who have by nature been self- sufflment
. ) People have survived in this region only because they have known how to
: ‘draw food, clothmg and shelter from the land. In this time we are living: now,
people are tempted to depend upon money. If a person has one skill that’can
earn him money, he can go to the store and buy food, buy clothing, buy
plywood and 2 x 4's to build a house..But there is great danger in this. In-_
flation is driving up the costs of everything so that one must work more for
less. We have, also seen that there are sometimes shortages -of store-bought
things. Sometlmes one cannot find tk%e food one needs at the store. Some-
times clothnng, fuel, building materials and other things are not available.
if a person knows only how to live from the store, he will be lost if one.day
. the things in the store cost too much or are sumply not avanlable But if the
person also knows how to live from the land he will suryive.
Until recently only a few radical economists and envuronmentnhs’
dared suggest that there are limits to growth’ and wealth, that there could be -
. “a world economic crisis. But recently we have heard the President of the
-  United States warn that a recession or depressnon might come. We hear world”
. leaders warn that the world’s ecoriomic system may collapse, that there may
be widespread famine. But it is not hard to imagine our difficulties if such
an economic disaster comes. 1¥store” bought supplies become scarce across .
the nation, our region will. probably,be one of the first pIaces in which they
disappéar aItogether. if there is‘nothing in tTe stores,’ money will be’ worth-

‘less. . 5
. A {o
And if money is worthless the cash earning skills we have been taught . ;

will be worthless. The people who will survnve will be we ones who have the -+

skills to live from the land. 7
As a people and as |nd|wduals we must consider very carefully how our
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educatlon can make .us’ dependent upon the Western economic system the

" future of which, is unstable at best. If our children are educated just I!ke_'

other children in Anchorage, and Des Moines, lowa they will grow to- be
just as dependent upon the Western ‘economic system. OQur children could,
come to be just as vulnerable as anyone to the fluctuations of the stock

: market and the whims of Arab oil dealers. But'if the education our children
' recelve heips them’ retain some of the subsistence skills and self-sufficiency

.of their ancestors, they ‘will carry into the uncertain future toois which may
. make the differerice between surviving and perishing in difficult times.

Subtisting and surviving require different skitls in different places.
The knowledge one needs to survive in Harlem is different than the know-

ledge one needs to survive in mid-Western farrh country. Men living in the )

jungles of Brazil must &now certain things to live in their environment; men

) living in- the highlands of Nepal must know other things. The Yukon-Kuskok-

wim Delta is a very demandlng environment which can seem hostile to those

-who, do not know its ways, but which can provnde life to those who know

how t ‘kve with the tand. Education of children .in- this reglon should equip
them to live with the land.

Even if there is never an economic collapse, subsistence skills and
knowledge of the land and waters will be invaluable. Su¢h knowledge will
permit Yupik people to live a fuller, richer life. And it will help them use,.
protect. and manage subsistence resources in the context of the modern

.-world. As’long as subsistence resources continue to be the resource base of -

this region, knowing how to use them ‘and care for them will contmue to
be extremely important. :

Just as important to the subslstence way of living as the skills of hunt-
ing and fishing, sewing and preserving foods are the ways of ‘cooperating and -
working together. As elaborate as the modern' classroom may be, it is st|II
not equipped-to really teach children the ways of sharing and helping others
that has in the past been fearned in the home and village. In fact, the com- -
petitive atmosphere of modern schoqls in many ways works at cross purposes
to the cooperative atmosphere of traditiona} Eskimo education. This con-
flict is'so fundamental that Pat Locke, a Sioux Indian wise in the ways of
both- Native and Western education, once said, ‘'that all the differences
betweer) the two processes of education stem from the fact that the purpose
of Western educatlon is for the mduwdual to find ways to excel and promote
himself, his career, his life; whereas, the purpose of Native educatlon has
always been for the individual to find ways to serve his family, be a useful

" part ofhis community, to work for and with his people.”

) In our region, in our past, sharing and cooperatlon have not been ]USI
social niceties. They have been ways of survival. If everyone were just loeking. -
out for himself, the Yupik culture would have .vanished lon¢ 2. It has
been through :sharing and helping each other that people have survi'red
Children learned these ways naturally as they grew up in the vill. ge. ltis s

. great event when a boy gets his first seal, not just because he kas proven
“himself a hunter but because he has something to share with others. His

first seal is divided among people in"the village, first to the older people
who can no longer get seals themselves. .
Frank Nokozak has related how. he learned the ways, of sharing and-

helping others: {John Paul Jones interpreting)

You know what the older people used to do for him? They

7 0 74
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~« - would share the|r things wntﬁ the pecé)e who did not have

‘them. He did thss for the people who did not have . ... When

"the people come to his place, he glves them food. Peoplg go -

. to his home to ask for dried fish. He'gives dry fish to those
" people because_they need it. He said he wouldi't be like that
_.if it wasn’t for his dad: who used to tell him to always be kind
ang give to ‘the people who do not have. His dad used to,
tell him to be that way because you only live once. The
-people are born_in one tlmg and die. He repeated that 1t was
his dad that taught him always to be kind and share. 1
The classrooms can neither teach the skills nor impart the values and char-
acter wh:ch Imk the children to the subsistence way of life of their culture.

Bulldlng a New Way of Education .
The process of young people losing their sdentlty and not being prepar-

. ed 1o cope with 'fe is costing us many.young people each year, And each
- year our yourng people seem a little less self- sufficient, a little less able to live
from the lanth These problems have been growing since our first contact. ‘

with whalers, tryders and missionaries. How can they be dealt with? We do
not have ready-fhade solutions, But we do have a starting point and-a direct-
on in which to head. To make education more meaningfm! for our children
we. must start with our people in the villages and proceed to develop an
educational process that combines the learning of ABC’s and algebra with

" our traditional values, skills, and ways of living and learning.

To Begin developing this’ type of learning process, Yupiktak Bista
started in the spring of 1974 a Cultural Heritage Program in which students’
as the Bethel and St. Mary’s High Schools returned to villages for two weeks.
During this period, older people in“the village taught the students their own

history and traditional skills. A livesin learning experience was chosen over a,

"Nat|ve studies’’ course because such courses set students up as observers

.. much the same way a birdwatcher studies a bird or an anthropologist studies

a culture, If the stadent is just a watcher, he remains inactive when he should
be an active participant and he can actually become: further disassociated

from himself and his culture. Only by "living'' hisown culture wiii a student

come to appreciate, understand and be a part of it.

Cn de}hblng the Cultural Heritage Program to some students, Petgr

Atchak who helped get the program started once said:
When you get to a village the older people will tetl you
. stories about how things were a long time ago. The
women wil teath the girls how to be women. And the
men will teach the hoys how to be men.

So it was that students went olt to villages, often not their home vi‘lages,

to live W|th foster parents who could ¥each them traditional ways. As_f/l -fol-
lowing comments by the students reveal, |t was qmte an experience for them, .
A boy who went to Hooper Bay said: ’ .

Activities | participated.in were th2 Eoknmo dance and-

telling stories to the old people {testing my skills, whether

| knew or not the stories they told me; they let me do

the talking the day after they talk.) What | made during

the cultural heritage program was the spear,- the spear

handle fish’ hook spear fish hook spear handle. ivory
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ring, a model seal out.of soaﬁ stone, a parka, water boots out
of seal skin, and information about how to make sleds, boats,
‘and drawings of the old. The new skills | learned were to bal-
Jance on t t the wavy sea in a kayak, and throw a spear
- without tipping over .n& a lot about hunting in the sea Wlth
just the. kay%

T -Man, it was all right! Because they were oper to me as ‘well as
to my friends-who went down tp Hooper Bay. | would like to"
go back to a vnllage where | stayed. And | was just getting
dreaming..with the old people They brought me to thelr :
world. They let' me feel | was old when | got out of their - ,
-stories.

" Another boy summed up his expenences in Toksook Bay by saying:

All of these projects were of an advantage to me, cause |
have never really gotten into. Esklmo culture. Now | have a
*  brief meaning of how survival takes place, what skills were
v led to become a man, and how to make things to live
ot of. : .

_Staff of the Kuskokwim Health Corporation said:

. especially noteworthy to us has been the reaction ot the
" students and dormitory parents to the First Cultural Heritage
. Program. “At a time when Bethel. was expernencmg some
‘pre- ‘breakup’ behavior the high school students returned
enthusiastic and in-a positive frame of mind. Therefore, we
would’ encourage  the continuation of such. a stlmulatlng-
program with many desirable mental health consequences.
The .high school nurse was ‘another person who notuceda a change in amtude
and outlook on life. Peggy McMahon said:
In working with the high school\ students as their nurse, |
have been able to observe their behavior and attitudes through-
out the school year. As always the first semester of school
started out with high enthusiasm in both teachers and
students. However, there .seemed to be a real let-down in
snirit after the Christmas vacation. Class attendance seemed to
drop and | found many more students in my clinic with vague
physical complaints -and emotlonal problems It seemed that .
~many students were using the excuse of going to the nurse’s
clinic, -but just wanted to talk to someone about their rest-
lessness with school and ‘desire to go home. More than the
- .usual number of students seemed to' be ‘down’ during the
months of January, February, and Match. | think the in-
troduction of the First Cultural Heritage Program at this
time was valuable. It came at the end of the third quarter
when spirits were especially low. I know that | was having
. difficulty dealing with the negative and demanding attitudes .
’ °'and behavior of many of the students during February and
March. The Cultural Heritage Program seemed to give every-
one a chance to learn different thirigs fand in.a different’

! . setting than the. schoo! building. The first week after the

"Program | found that the students: seemed ' happier, less
. demanding and better able to cope with some of their prob-
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Iems.thari they ‘were before the two week program5'

.Some of .the strongest reactions to the Cultural Heritage Program came from
the -parents and old people who had worked with the. students. Hllma s

Shavings from Mekoryuk said she felt this approach to education was:
. . very important for our childrep, since a ‘lot of our children
<% are Iosmg thelr own culture. | feel this program is a little bit
of a beglnmng for our kids to see how their ancestors live to
survive in this land that white man would call ‘harsh country.’
I feel this should be an ongoing program because even.-my own
. kids don‘t J<now how we have lived. They. haven t seen the
houses we used fo live in. My ‘own girl, ‘that's going to Junior’
College, doesn’t know. how'to sew how we do . . .1 think this
" cultural heritag: program- will help the students You never
knaw what they might fun - into. durlng thelr lifetime. At
least, in case they run into some hardshlps they’ll know how

‘ i to make the|r own things. If it's a girl, make their own. clothes

and sewing and things like that. If it were 'a man,at least he
~ will know how to survive if he was out on the tundra. You'll
‘never know with all these traveling by snowmachlnes, air-
planes, outboard motors, if you'll get to your: destination.
At least they should know how to survive wuthout having to
depend on these convenienags all the time.
Also emphasizing the |mportance o knowmg tradltnonal sklIIS was Andrew
Brown of Mt"\llllage t .
This program was'one of the best things that evér happened
in this area:-The things our forefathers used to do is to good of
a thing to fet it phase out. Who knows when the things the
students learn might be the ones for survival in case-of emer-. ,
~gepcy of anything that will cut us off from the outgjde.world, -
It could’ be for a short timésor for a hong period. Our land
can still provide us clothing and food. Our young people
should learn how to tackle with these things..Our culture is
phasing out. Right how is the time to revive it back.” ’
In Chevak, David Friday sald
I've been home for a long time and | was home during the
time the St. Mary’s students, and Bethel Regional High School
students were at home and most -of the people participated
with the Cultural Heritage Program. Because of what’s beep ’
happening some. these people haven’t been doing thesé '
_things.: -Then all of a suddem'lhls Cultural Heritage Program.
;. ~came to the people. it made an umpressuon on me that these
. people are learning that their culture is cool. | think- this
Cultural Heritage Program helped the people out in the vil-
lages too. Some of them dug up cultures from the past .to
teach these children. They are the type of people, | think,
that are caught between two cultures. They don’t know
what to do or how to make a living because they are confused
| think with this program, it helped find themselves in a
situdtion where some of these people ‘weren’t really too
certain of w hey.really are, the|r real sélves, where they’d
be satisfied mappy about it . - . There were a comment
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from an old man who said, 'l don’t want to pass this life
urifess’ | pass ‘'my knowledge to another younger person.’ |
® think Khls Cultural Heritage Program has opened that door
"to many/of our people s,
:The Cultural Heritage Program is not meant to turn back the clock to' .
A . prepare young people to live just as.their.ancestors did. Its purpose is to begin
. - building a new educational process which will be. based on our way of life.
" The value of passing on traditional ways is_not because it is a way to turn
¥ ..« from the present,world~burﬁeEaTJ’se_|t simply offers young.people the best .
/hﬂp‘e’?ﬁ’makmg their way into a troubled and uncertain future. Knowing the - :
. ways of their Yupnk\ancestors offers young people the invaluable qualities of
! > . self- confndence, self-reliance and the ability to live from the land should they
choose to or should this become necesSary for survival.
Modern education reflects the w[u{s that Western cwlhzatlon appears to .
have lost its way and no longer makes any sense. But we are now tied to’ this
dominant culture. We must know its ways; we must have the necessary tools
_ to cope with its problerns and make u$e of its opportunmes So it is, that to
-8 find ourselves as individuals and-_as q peopfe and make our way into the o
future, we wil' need the knowledge and ways of learning of our heritage and
also the skills and knowledge of Western civilization.
How can a new process of education that draws from both cultures be
" created? What policy and institutional char_lges must be made? How will*
new curriculum, methods and teachers be introduced? These are not easily
answered guestions. ¢
The difficulties. of bnngmg about change in the entrenched educational
system are many, but our experience with’ programs like the Cultural Her-
itage live-in has shown us.that_they are not impossible to overcome. And
the basis for change toward an &ducational process combining two cultures
must "be an appreciation and acceptance of "multi- cuftural equality.”’ in
-~ education, multi-racial equality. recognizes that Native .students "are still
Native people. Many of them may prefer tg speak the language of their
people and to live in villages as ‘hunters, sthermen wives and mothers
rather than enter the competitive and materialistic llfe of the cities. Their s
- education shouid prepare ‘them for this way of life. It should not, as the
present system does, cut off this option. And all of our children, even those
. who go on to college and professions beyond our region, need to know their
o roots in the subsistence way of life of the Delta in order to know themselves.
So it is that the educatlon of all our young people must include learnlng some
of the old ways and Iearnmg how to subsist on the Delta today.
Multi-cultural equality implies that parents and grahdparerts should
"~ . be involved in the’ educatlonal process, as teachers, advisors, counselors,
administrators, and school board members. A man or woman who has lived in
a village all. their life and perhaps has never gone to high school may ‘never:
theless have more . meaningful ideas about high school education on the
Delta than a professor armed with, degrees and years of experience.
The wisdom of our old,people should be respected at lea. s much as
the knowledge of the schoo! teacher. Each finds within himself a balance
_between the elements of these two heritages and ways of life. Education
_should help keep dptions.open for young people to live different kinds of -- —
) ~ life styles. Th/'e classrooms ghould not close the doors-tn the subsistence
) .(5 ;way of life that has been adigod way of life for the Yupik people for thou-
R sands of years. T : ' oy : .
U
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THE SCHOOL CULTUBAL HERITAGE PROGRAM: * . |
-SOME QUESTIONS j

' ' A Jan Gibson. - R / -
Lo® , - Kuskokwim Commumty College, Beghel g '

’ . ' /’

" -

lntroductlon : i : ) S
It is probably safe to say that most teachers and admunlstrators /m
3 schools serving Alaskan Eskimos and Indians have at least eéntertained the
a . idea of. incorporating local history and cultural heritage, mto the sthool N
- curriculum: PRe demand for minority rights nationally,. the issues Pa/éd asa .. °
result of the Alaska Native Claims Settlement Act, and the avanlablllty of
" federal grants for cultural heritage prolects have |nsp|red numerous attempts \’ ’
.- ‘at teaching Native students about the|r own traditions. Unfortunately, many
. of these programs have been planned without adequate research, have had
questionable results, and have  not continued as a regular part .of the
curriculum upon the termination of-the initial project. e » ‘
~ Many advocates of cultUraI heritage' p-ograms do not seem to realize
that a good program or: pro;ect requires careful planning and thoughtful con-
sideration of ‘the issues involved. There are -ajor questions’which must be -
answered as part of the planning process. One of these questlons is, "Whatis~ .
o the local cultural heritage and how does one find out about it?** Most educa-
tors have no background in the subject and little in the way of the texts,
audio- vnsual aids, and expertise which are available to them in curriculum 4
areas such as math and reading. Although there are books which offer infor.
. mation about Alaskan -Eskimos and Indians in general, there is often little ~
- written about the background of any one locality. "N ’
The purposes of any particular program ‘should be given careful con-
) sideration. Enhancement-of the student’s identity as an Indian or an Eskimo
s is often giverr as the rationale for cultural heritage programs. Is it likely to’ be
true that an Eskimo fifth grader will feel more conf:dently Eskimo if he
learns how to carve an.ivory seal? Or is it important that he learn how ta
* make some of the tradmonal crafts so that he can sell them ahd supplement
his income? There are other questions. What is the feeling within the com-
munlty about ‘cultural heritage studies? Do local people really want these
thlngs taught? If so, why?_In what way do they value them? How can infor-
mation about the students’ historical past best be presented and who should
do the teaching?
In an effort to deal with some of these questions as they apply to
one Eskimo community, | took photographs and examples of traditional ‘
craft. work to Nunivak Island .in the summer of 1972 and conducted inter-
views with 62 Nunivakers between the ages of 6 and 72. The purpose of the -
study was to clarify the reIatlonshm of present day Nunivak Islanders to their
art heritage and to make some recommendations for curriculu development

LT The interviews included questions about the traditional craft‘\%

Island and related stories, dances, and songs. .
Doe to the relative isolation of Nunivak Island, eftraﬂ"tlonal Nunlvak
. way of life was not seriously tHreatened by o outside influences until after
1940. As a-result, there is more wrntten |nformat|on about Nunivak arts than

'
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about most others in the 80uthwest Alaskan area. A review of the literature
showed -that this parttcular part of the world was a center for excellent

" -ivory carving, wooden dish, utensil, and mask -making in the nineteenth

century and, to some extent, ip the early years of this céntury. The women’s

‘crafts of basket making and skin sewing have Persisted into the present.
" Little is‘'known of prehistoric art in this region and -there are’no compre-
"hensive studies of any craft of the area other than mask making. Al of
these crafts are represented in publications and.in museum> throughout

the world.
A

Results of the Interviews o
The results of the/untervnews with Numvakers can be summar.zed as
follows: ?
1. The older. the interviewee the more likely he was to recogmze tradn
tionat art work and to understand its original purpose. The old people were
"“the only acknowledged authorities in these matters. It was clear that tradi-
.tional craft skills were not being passed on to the younger generations.

Ailthough most of the interviewees did some type of craft work, only the -

older ones were inclined toward the traditional crafts included in this stidy.
More girls and women than boys.and men did some type of craft work.

' o . 2. Masks which ‘were close in appearance to recent Numvak ‘masks
were- tecognized by more péople than other styles, and in fact, response
to older area-wide styles was slight.

3. Masks were not in use in the village at the' time of thg study and
had not been so for. many vears. Only the oldest interviewees had actually
seen macks used 'n dances and ceremonies. Wooden dishes were apparently

not in use-at all at the time of the study and carved ivory objects were no

longer produced prirnarily for local Use. Grass baskets were still made partly
for use and the other women’s craft, skin sewing, was the most functlonal
of all the traditional crafts at the time of the study. .

: 4. When asked which crafts are most |mportant today, members of each -

sex tended to emphasize the crafts made prxmarlly by members of that sex.

Over - all, .crafts were rated the most important to the least important as .
follows: mask making, skin sewing, grass work, ivory carving, and wooden

dish and utensil making. The crafts made primarily by men, (masks, ivory,
and wooden ware} were termed .important mainly for their sale value whereas
.the crafts made by, women, grass work and skin sewing, were made both for

- sale and for use. Nearly ‘everyone interviewed wanted Nunivak chlldren to
fearn about the crafts, stories, songs, and da “es, which were discussed
durmg the interviews. Interviewees indicated very little belief that the child-
“ren would ever sell or use the craft |tems and placed more emphasns on
group jdentity values.

5. Most peopie appro»ed of the idea of sharing of Numvak tradmonal
arts and activities with other Eskimo villages, and, to a lesser extent, with
White children. Nunivakers stated very strongly that they wanted Numvak
children to be taught about. Nunivak thmgs by Numvak people.

Disc‘ussion C . . o . 9
‘Taken together, the interviews and the review of the literature in- -
dicated a pattern of changing values.whichh have been associated with the S
crafts over the last one hundred years. In the nineteenth and early twentieth IR
— 81 - : . :
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- centuries, the crafts were made for use within Eskimo culture. They can
be said tc have had utilitarian value as opposed to sale/trade value.

When local materials, rellgnon and social practices were replaced with
materials and ideas from the “outside,’”’ and Nunivakers became involved in
the souvenir trade in this cen égm,;many crafts lost much of their utilitarian
value. At the same time that manufactured items became available, a market
for craft |tems opened and the crafts were then tra ed for goods- ‘or sold for\ .
money. At that time, probably beginning-in .the 19205 the reasons \for
making many of "the crafts objects became less fo ‘personal or family bse -
than for sale or trade to outsiders. The crafts can be sald to have gained an

_ economic value which they did not have before. ‘ ’
ro ‘Now/, indications are that this value, too, mapny be dlsappearmg as the
R oider. people who know how to produce these tlngs pass trom the scene-
and other ways to obtain cash become available. For example,. most of the
interviewees had no real expectations that the vn‘l!age children would ever
_make crafte either for their own use of for sale, .and yet, they nearly all
“wanted the hildren to know about them. These things seemed to be gaining
a new importance, not ‘because they were to be used or sold, but solely”
. because they were identified, as Nunivak Eskimo things. The emerging value
was cultural identity value. It cannot be said that this type of value was
not previously attached to the crafts; that is, that they were not valued for

‘their "‘Nunivakness, or their “Eskimoness,” but in t:aditional times there

was no pressure to make an issue of it, In precontact and =arly contact times,
the local value system was not jeopardized by outside force,s The issue of
ethnocultural “identity’’ had no meaning when nearly everyone, regardless of
whether Mainlander or lclander, subscribed to essentially the same cultural
patterns and system of values.

+  The reasons for the ne'w valuing of Nunivak Eskimo thlngs by Numvak
Eskimos may be speculated upon. Perhaps publicity concerning minority
rights from the “‘outside’’ or the political climate involving the Native Land
claims issues has affected local opinion. It may\be that changed attitudes of
some personnel in agencies and mstutunons toward Native cultural heritage

. and accompanying grants for studies and programs have had. their influencé.
- . Or, perhaps increased sophistication on the part of residents in regard to’ N
the effects-of "acculturation’’ on the local value system has occurred. Most
likely, a combination of events and circumstances has stlmulated thmkmg
which has led to the new valuing of Nunivak arts. '
Whatever the causes, certainly a question is raised in regard to the
relationship of cuftural heritage studies and the concept of identity. If an
- interviewee knew nothing about the crafts, if.he had never used them, and
therefore had no basis of association with his cultural grow.p until the inter-
T.' viewer appeared on the scene, and told him that these were Nunivak or
o Eskimo things, how could these things be a part of his ldentlty, & concept
Eant which Erik Erikson spoke of as being an "xrrevers ible historical fact”

(1968:11) or the basis of the feeling, "'l am,” or "'! exist?” (Cohen and
Brawer, 1972:10) The answer may be that if he had already established the. ' jl K
category of ““Eskimo things” or “Nunivak things’’ as valuable, and as.a o
part of himself, then ‘he needed only to learn that-a piece of craft work
“belonged to the valued category in order to value and accept it. Certainly
the older peoplé, who -had-known these objects -+ parts of their lives, could::
be said to identify more closely and automatically Wlth\ some of the arts '-,'

. ‘
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and cra‘ts, but the desire of the younger people not to lose these th:ngs,
" even when it is obvious that the crafts mean little\go them in terms of ther
practlca| everyday lives, is not to be discounted.
- ¢ Also, it would appear that an elemént of choice is po.sible i1 iden-
b tification with a group of people v the |things that one associates with
that group. Erikson seemed to agr.e that|the inclusion of t|1mqs inone's
: . identity or the things one identifies with gan come from cohscious choeice
ce although this will oftety be done in resppnse to pressures lthat threaten
B« »one's basic' value system (1964:93), Fitzgdrald discussed a related pheno-
. menon in 'is inquiry .into. the com Iexitwa acculturation processes and
the Maori of New Zealand. He implitd that although one may never have
. .‘,expernenced aspects of‘ a given cultural heritage, he may make them a part
of his ethnic |dent|ty, sen to having the| identity withéui the culture
S {1970:14). And, indeed, this weuld seein to)be so. i, in the early thirties,
as one Christian missionar, claims, Numvake s “threw their idols into the
sea,” (Almaquist, 1962:52) and in 1972 they told me hat they wanted their
children to be taught abrout. the traditional \Nunlvak "hings, then chi. c
®cems possible, however it mught be influenced by historial pressure.
N A critic of this (:hange in viewpoint might|point out that people o
cling sentlmentally to:a way of life that is passihg before they give it ur’
good Erikson might, judgirg from some of his chmments on similar sub]ects
be inclined to say that the Nunivak people, tmeate ned with the rush of
- acculturative influences now hope to bolster a tentative sense of centrality
e . or ethno- cultural self with things that are no louger relevant to their every-
day lives. He m:ght even wonder whether .thiey are attenipting to maintain
a.""synthet: £ identity. What seems important m this writer is that the in-
dwudual aujcvpts himself and his own packground, ethro-cuitural, ov‘ other-
| wise, and sm._ossfully integrates it into his personal whole * sense .of be-
o longing to a sharad past a.:d a shared furure with the grout Y which one'
‘ . associates him.elf-would most iikzly facilitate this integratiorn. '
" The problem is that Nunivgkers have grown to adulthoad jn a pulture
i . wh|ch had :traditionally passed on its values, history, and religion by means of |
* - obs vatuon and the ora! tradmon With the qbservable traditional activities
partlally gone and the oral traiition interrupied by Western schooling, it
is very dlffucu.t for Nunivak voung people arid children, under present cir- |
cumstances to iearn much about their own hlstcry which could be integrated '
.~ into a personal whole. To complicate the situation, Nunivakers who complete '
: '. i < eighth grdde usuallv gu o to a boarding schioul away from home for their .
" ‘high schopl years. r. the case of the Nunivikers, the mechanism for trans-
" mitting the Eskimo past has been displaced by a raechanism which trans-
Irits othgr gontent. The co-tent is the heritage and value system of theur ‘
cultural “m-lavus ‘! the memuers of the dominant national culture. ‘
However as shown in the interview results, there now exists a con-,
viction among the Nunivakers that there is an. Eskimo cultural heritage,’
| although what that. heritage is does not seem to be entirely clear, elther’
¥.to-many of the Nunivakers or to those who have written about them. Most
\| sntervuewees “felt that-whatever it is is tied in- some way to the old people
l|n thé vnllage and embodied in their memories and Ski”S Along with this fis
1a strong desire: to have those things which are ldentlfled as ng Esk|mo
) valued and respected and taught to the younger Nunivakers, regardless. of :
. the anthwty or lack of it of the objects or traditions. { § -
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Recommendatlons for School Programs

The strongest implication of this study is that the younger people
should learn about rrarditional Nunivak arts. It is a temptation to recommend
that the village school immediately begin to teach Eskimo history, arts, and
crafts, and other asiects of Eskimo cultural heritage. However, it would be
wise to. think of what the Interviewees said in response to the question,
“Who do you think knows the most about these thmg?” The old people in
the village were clted as the authorities and were the ones whom a substantial

_ proportion of the interviewees wanted to teach the children. Because feelings
. about the Nunivak past appear to be tied closely to feelings about the oldest

peop'e in the village, the desire to have them act as teachers should be re-
spected. !

Also, while soms‘ t&achers have read and studied Eskimo hlstory, the
teacher’s access to knowi-dge of such matters is likely to be largely that.
which is available in the literature, and the available Iltirature seems to be

" both limited in detail and written from the interested and often sympathetnc

but nevertheless ethnocentric viewpoint of people who were not a part of. the
culture about which they are writing. Their records may be of'value in’

: explamlng Nunivak arts to outsiders or ', arqanizing materials, but should

not be used as the sole source of information when knowledgeable older
people who grew to adulthood within the traditional culture are available.
An exception to that might be the presentation of such traditional arts as
nineteenth century masks, which no longer exist in the village.

It is this writer’s recommendation that the following guidelines be
utilized for the teaching of Eskimo arts on Nunivak Island and other places
in 5|m|lar cultural circumstances.

1. In the formal school situation, Eskimo arts should be given their
own place it the curriculum. A cultura) heritage program need not be limited
to the items discussed in the study. They were intended to be only represent-
ative of traditional arts. Nunivak Islanders and .:“her Eskimo groups have
produced a wide variety of items which were part pf the raaterial culture_as.
well as stories, dances games, and songs which were net spdcifically mention--
ed in the Ilterature "but which are still known to #* teast seme villagers. .

2. The stance of the schoo! systen. the university, cr any other agenmes
or organizations working in the area of cultural herltage should be facilita-
ting rather than directive. Educational organizations should provide the
mechanism whereby the mést likely environment for the teaching of know-
ledge and appreciation of the traditional arts would be fostered, but the-

choice of whether. or not to pursue this or that approach should %e left up

to the people in the village and the-local school boards. Some things cannot
be decided at all by outsideis. For example, one factor whic- complicates
any scheme for teaching kskimo arts is the matter of current . jrous beliefs
and.resulting attitudes toward the pre-Christian use of the mask:s. The masks
and dances had a central role in traditional Eskimo religious ceremony. Any
person who deals with cultural heritage studies must be careful to take into
consideration local sensitivity to the traditional symbolism and function of
masks and.dances.

3. Whenevér possible, older village pecale should be employed to teach
younger. people about these things. Responses to the interviews. indicated
that an initial effort an the part of the Buread of Indian Affeirs to do just
this thing ‘was wel; received at Mekoryuk. Since there seems to be an existing

——
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concensuls as to which people in the village know the most about the various

“old time things,” it should not be difficult for an advisory school buard to

identify appropriate teachers.

- Schoo! teacher aides and other regularly employed paraprof .ionals

=T coutd be responsible for part of the pre;e:wtutiouu and organizing of the local
Eskimo arts progran because they aften give a continuity to the school
program by their year to year presence and they should be closely attuned to
community feelings. o X -

. 4. Curriculum materials should be leveloped which will be supportive
of the teaching of cultural heritage. The schools can present some things
which have been collected by early explorers, missionaries, and anthronolo-
gists and are beyond the memory of the old people. A danger of distortion
lies in the: translation from the oral to the written tradition in stories and
history, and from the three dimensional craft with a decorated surface to
the photograph or drawing on the flat page and from the use of Yu'pik to
Enylish. However, within the present circumstances, this is partially unavoid-
able and it is mentioned as a'caution against a callous wholesale presentation
of stories and art work in printed form under the belief that this is totally
capturing anyone's "‘cultural heritage.” In general, materials should be pre-
sented as directly and as close to their original forms as possible.

5. The attitude of the school personnel should be neither condescend-
ing toward Eskimo arts nor should teachers insist that students do or study
only Eskimo art. One of the most helpful functions of the school in this
regard is that it can help show students the rightful and unique place whjch -’
Eskimo arts hold in world art. Teachers should encourage an integrated
viewpoint rather than suggest that there is an either-or choice to be made.

‘Further Study : : .
1. Evaluation components should be written into culfural heritage.
projects. The focus should be on an enhanced sense of identity and would
probably best be done by field methods which involve participant observa-
tion procedures. Local school personnel, including paraprofessionals, could
. “employ these procedures in an informal manner or community members
might want tu be trained and utilized. It should be fairly easy, throug!. the
use of simple questions, to find out whether or not students know anything
about it, whether it has any place in their own lives beyond school, and -
whether or not they think of it as related to their own cultural backgrou: 1.
2. There is still a need for further research tor materials development
and for scope and sequence in developing & cultural heritage curriculum.
Very little has beenswritten, for  t1ample, about the women’s crafts of grass
basketry and skin sewing. Also, further investigation might show that there
is a culturally natural sequence for teaching craft skills so that certain kinds
“of things would be taught to some age groups and other kinds of things to
other age groups. . )
, ' 3. Some comparative studies might be done concerning this particular
group of Eskimo people and other groups whose traditiona: hasis of identity
fhas heen threatened or obliterated. |t may be that ther2 ar. some unique
thinns abou- the Alaskan situation including the rise of an interest in cultural
heritage studies at a time when some of the traditional life style is <l in-
tact,” Attitudes toward ethno-cultural identity in different groups might be
: compared. Another kind of comparison might also be.made. If young Nuni-
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. vakers have no sense of a Nunivak past beyond their parents, whose own
“information imay _be limited, how are their attitudes towar-| themselves as
members of a group ditterent from young people who bawe had their racial

] and cuttural histories taught to them and reinforced by the total environment

v + of home, school., religious institution, and popular cultue?
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FIELD-BASER EDUCATION FOR
'ALASK”N . T1vE TEACHERS

., v )V ) : .
. Rarnhardt .

Cross-cultu: -* E: \ion Development Program
N : Uni i Alaska, Fairbanks

l’n the following paper’ 1 will att‘empt to reconstruct the conceptual and
op-rational evolution of o program for the training of Alaskan native
teachers. | will describc the first six years of the program’s (levelopmé’nt,
focusing on those 4spect that reflect consideration of the unique cultural
environment in which 11 wrogram operates, | address these issues from the
perspective of an acader <:90rdw..uor for the progra'm(since its inception.
My‘ formal training is 1o :thr\upology and education. To the extent that a
native point of view 1s expressed in this paper, it is a product of my inter-

. pretation of that view asa non-pative, and snould be judged accordingly.

Background .

" The program, known originally as the Alaska Rural—Teacher Training .
Corps {or ARTTC), was established in 1970 as a four-year experimental
program with the r‘rimary purpose . of training native elementary schoot
teachers. The original proposal specified that the training would be field-
centered, and that it would meet the usual requirements for a Bachelor of
Education degree and an elementary teaching certificate. Under a somewhat
ambiguous administrative arrangement involving two universities and the
_State-operated school system, three staff persons (one representing each of
the above) were hired and charged with implementing the program. Eleven
training sites were established in rural native communities around the State,
dach with a team of four to eight undergraduate students (primarily n%Lve)
“and a full-time,. certificated '‘team leader.”’ ‘ '

Under these conditions, we {the three pr..gram staff and elaven team on
jeaders) set out to produce teachers. We began planning for a six week orien- )
tation prog'ram'that was to prepare everyone for the years ahead. As we
proceeded, however, we gradually realized that our task was not going to be

* simply a matter of applying the.latest teacher training techniques to this,

particular group of students,. thus producing a new and improved breed of
teacher for rural Alaska. Wish this realization, we found it necessary to step
back and ask ousselves a few basic questions:

1. Why train natives to be teachers’

2. What is a ''native’’ teacher?

3. How do you train “native’’ teachers?

Why Train Natives To Be Teachers? .

Our initial re;ponse to the question, ‘“\Why train native teachers?”’ was
to point out that nearly every recent study and report on native education in
the country recommended such action. In addition, there was the political
pressure from the natives themselves tu i 'come a part of the action. But
that didn’t answer the basic question, “Wh, i It soor hecame ob..ous that
we were moving into relatively-unlcharted territory and the only landmarks
we could.see were a few untested assumptions, such as:

PERR-L



O

ERIC

Aruitoxt provided by Eic:

.

) 1. A native teacher vpill be better able to assess and respond to
the learning needs of a native child. This assumption
presumes that sirhilaritjes in cultural background between
teacher and child will iimprove communication and thus

fost%;greater mutual understanding and learning.

-

2. A mktive tegcher will provide a model with which native -
delits can identify, thus motivating them to achieve
eater educational success. This assumption presumes that

a native teacher will acquire status m the eyes of the native
cornmunity.

3. A native teacher*ull remain within the State and acquure
greater cumulative teaching experience which will result
in a broader and deeper understanding of local educational

, processes. This assumption is sometimes viewed as "paro-
chialism,” but it addresses the very cal problem of tran-
“sciencv.

" We proceeded with these as. untested assumptlons because the State
had too few p: actlcmg native teachers to provnde any basis for determining
otherwise. We, then, had .to explore another questnon "Why have so few
natives become teachers in the past?’’ On the basis of our own training and .
experience, we were confident that the native students possessed the nec-
essafy capabilities to beome teachers, so the easiest response to the question
was to biale "the systee.’” Only a few Ndtive students were coming to the
universities for an education, fewer were enrolling in teacher traihing, fewer.
yet were completing a four-year degree program, and of those who did com-
plete a teacher training program, only a small-number returned to a native
community to teach. But blaming the system did not satisfactorily resolve

.the question either."So again, we had to postulate some ideas through which

we could-determine how bhest to proceed with a program that was supposed

to address this particular probiem. Qur assumptions were:

‘1. The university campus, as a-detached and somewhat im-
personal learning csvironnient, contributed to the. low
+ academic achievemwr! ra2’e -t ive students. Coming to

« " the university -was @ ones ty ‘treet for many native
students. A successfa! car.pu- xperienc: . zquired familiar-
ity with and a~hercree to » -ide range of socio-cultural
patterns, man ~f -1’ e ey ~ompatible with the.
attitudinal and b.p L1 skils regraud fa o urvival in the
‘vit'age. Thus, a native | “rson who icarae- 10 §irvive on ,
camz.3 often was no lorger satisfied with, or 2 :eptable
to .: hc me comn nity.

. T.::’ * cher training curriculury did not address the needs$
of .students desiring to teach in a physical and culturaf
environment different from the unidemensional, ethno-
centric maodel arouad which most teacher tr. ining programs
.were designed. Contemporary teacher training currlcu!a
placed a great geal of emphasis n preparing the teacher to
assess and provide for ‘‘individual differences.” Stuclents
wers 2turated with a psychological perspective of learning
“ind traching, derived largely from the study of inwuividuals

’ and cmzil areons within Western society. While <uch train-

ot
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'ing may have been useful, and even necuessary, it did not

provide an adequate perspective for assessing and respond-

ing to the nedyls of ghildren in rural native communitics.

' Their individual needs had to be assessed withii the context

of the 'broader sotial and cultural environment within

which they existed. .
Assuumng then, that native teachers wvould provide a unique and desirable
service to rural native ¢ 'ommunmes, and that the detachment-of the campus
experience and the |nadoquacy "of the, teacher training curriculum were
partially res;fonsuble for the limited number of such persoils, we now id a
rationale and some points of cdepartur~ from which to proceed on our evolu-
tionary iour‘n,ey.
-What Is A “Native” Teacher? . )

We did not procncd far, however, before we realized that'in order to '
develop and operate a teachef trarming program we had to have some idea
of wh  .ve were trying to produce, or at least a direction in which to move.
We h.u an -alternative to the campus setting, in that the program wou'd i
largely fictd-centered, but we could not develop an alternative curriculum
until we had some idea of the kind of teacher we wanted. We could have
taken the’ traditional teacher training curriculum and delivered it to the
students in the fieid, on' the assumutinn that surh an approach would at
least succeed in placiny some natives in, the teaching profession..But this
approach would not capitalize on the unique strengths the students might

. possess as natives. Worse yet, it might even destroy some of those strengths.

On the other hand, we could deviate from the traditional curriculum
by defining the teachers’ role in the form of ’:compe(encies”.and judge the
students’ teaching ability on the basis of “performance criteria” assessed in
terms of “measurable behavior.”” In this way we would at least have some
flexibility '+ develnping the program. But defining the competencies required
for a “‘native’’ teacher, proved to be an elusive end.e'aw- for no prototype
axisted. The handful of teachers of native descent in the state had all gone
through a-traditional:teacher training program and were barely distinguishable
from other teachers. In addition, no une prototype of « teacher, native or
otherwise, could possibly satisfy the diverse cultural ang educatiorial needs of
the rural native cor.aunitir;. We were also concerned about becoming too
bound ‘up in the mecha =t >f a strict "compatency-based” approach and
losing sight of the o -..u purpose of the program. The competency
approach, therefore, see.ir::! more inhibiting than heipful for our purposes.

We kne(m from the '‘mited literature on the subject at the time (pri-
ma.ily -Collier), that st le differences between native and non- -native
"teachers” in their relanonsmps with native children appeared to have a sig-~
nificant impact on ‘he %esponse of those children to formal learning, even
though the materials presented and the learning environments were otherwise

\\ similar. The difference; seemed to be related. in part, to frore compatible

0

“communication and interaction styles betwr :1 native teachers and students,
derlved from prior associations and common cu'tural experlences One of
our major concern: then, was to avoid destreving thosa characteristics in
herent in the native person’s attitude and betavior that might allow them to
relate more effectively to native children. Although we stiil cot'd not define
the ultimate end product, we cculd at least now state that the prog~=m would
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attempt to protect. and hurture thv intrinsic qualities that the students
brought with them. But we were 1o further -along in explicating those
- qualities.
‘We were also aware that the institution of “schooling” and thu:, the
. role of “teacher’” as we know it today, were once alien notions in the rural
L native communmes introduced - to the native people within this centur, by
well-intentioned outsiders who only vaguely unclerstoad or anticipated the
. _ consequences of their action. "While “education’’ was viewed prinfarily as an
; informal and hife-long process prior to the arrival of schools in rural Alaska,
' it had since become synonymous with those acnvmes thiat occurred within
. the large, Jjuminated building onAhe hill, and had been further confined to
6 . six hours a day, five days a wigek, 180 davs a year, Consequ: .1tly, the parents i
and children® in the remotest community in Alaska had ceveloped expecta- -),
tions reqardmg the role of "teacher’ similar to those held in any other com-
munity where a school, a classroom full of children, and a teacher existed.
Any effort to define the native teacher's rol: t1ie context of a
specific cultural background was further constrained by tne desire on th wart
of the stude\us themselves to be prepared to teach not onty in a rural Alaskan
native commuynity, but in any school in the country where an Alaskan teach- -
ing cernflcate could be parlayed as an acceptable license to teach. They did
not want a second rate education: We resolved, therefore, that the best judges
of what cé‘sntutWa—n/r.ve teacher would be the students we were about to
train, so thé most logical cou <~ of a-tien was to obtain their assistance in the
development of the program. In that way, we could help thée students define .
their role as we went along. Maybe in the end then we would have some .
basis for determining whether a native could be a native and ¢ teacher tno.
Consequently, what foltows is ‘as much the product of student thought and
rﬁﬁeﬂoLaWs that of the program staff. :

i
-1

[

) How Do You Train "Native” Teachers? .
With a few assumptions in hand ‘to serve as guidelines, a limited con-
. ceptual framework within which to work, a vague direction in which to
¢ move, and a group of enthusiastic students to lead us, we ventured forth-on
~ " our journey. Following a brief getting- -acquainted and settling-in period in .
the field sites, all the students and staff caine toyether for an intensive Six-
week orientation and work session. It was durmg this session that the essence
of the program evolved.
N . The individuals from each field site, including the team leader, began
to work together, gradually forming a cIose|y knit working team in which the
whole became more than the sum of its parts. Team members assisted each ‘
. other in their 'work and openly exchanged ideas and opimons to their mutua! ‘
benefit. Native and non-native students viewed each other as equals and® :
began to explore their similarities and differences. Natives from different i
ethnic backgrounds within the State discovered they could learn much from
each other. They learned how to communicate and understand each other's
‘view- through “direct experience. Once established, this interaction process
carried over on their return to the field sites. The native students learned
how to cope with "the svstem' from the non-native students, who in turn
‘tearned how to cort: with village life from the native students.
Followmg the return af the students to the field, we discovered that
_one of our earlier assumptions necued a broader interpretation: The native -
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community, as a remote but intensely personalized learning environment,
was contrlbutlng to the low academic achievement rate of non-native stu-
dents.. The non-native students, who comprised one-fourth of the student
population, were responsible, for nearly qne-half of the drop-outs during

“the first year, They were exparicn -ny the same probloms of adjustment to

the native community that native students exporienced coming on campus.
But while this approach created some adjustment problems for the non:
native students, it provided numerous advantages for the native students,
and for the program as a wholes The delivery of the training to the rural
native communities permitted the native® students to control the effect of
the learning experlence by allowmg them to encounter it on their own ground
and on their own terms; With the help of fellow teamy members, including
the team. leader, the students approached their coursework as a cooperative

enterprise. When a stud-nt had difficulties with a partlcular assignment;”

someone was close a' hand to help him out. -Also; -the 'stidents did not feel
threatened by the instructors {who were sometimes 1500 miles away) or a
large. classroom environment, so they did not hesitate to provide feedback to
the instructors regarding the courses they were recewmg Instructors working

__with the program frequently commented on the high quality of work and

degree of interest shown by the students in the coursework.

The most significant consequence ‘of the field-centered approach was
that it permitted the native students tc maintain contact with their own
community. Their relationships in the :ommunity were often strengthened
and several students moved into leadership positions as they developed their
abilities to understand and deal with community and school problems. Al-
though the native students were developing many skills and ideas of non-
native origin, they were learning and changing within the context of the

. community, so that no major discontinuity was experienced. Changes within
~ the students and within the communities were continually blended through

cohabitation, thus allowmg for compatlblllty of interests and roles as the new
life styles evolved.

The same process applied to the native students’ experiences in the
schools. They gradually worked their way into the classrooms and assumed a
variety of roles, sometimes adapting to the situation, other times adapting
the situation to themselves. In this way, each student was able to define and
carve out his own role as a native teacher in the school and commumty

Curriculum

~ So far | have focused my dlscussmn on two partlcular struclural ele-
ments of the training program, namely the team concept and the field-cent-
ered approach. What about thé “‘curriculum?’’ What were the students doing,
and what were they supposed to be learning during their stay in the program?
in the development of the training design for-the program, our concern was
focused on the totality of the students’ experience—not just the particular

courses ‘they would take. Thus, curriculum was viewed in its broadest sense,

as encompassing context, process and content. [n that sense, the’ team con-
cept and field-centered approach were integral parts of the curricutum,
The context was the community, within which the school was viewed

- as one element in the total educational experience of each child. The students
spent nearly ali of the first year living, working and studying out in the com-

munity. The training program attempted to capitalize on the resourc:s avail-
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able -to the students through activitios that brought the students in direct
contact with the realities they wnuld face as teachers.

Within this context, the students learned through an experiential
process-—that is, they came understand the world around them and their

_role in'it through direct experience. They learned how a community operates

by living in and studying their awn community. They learned how a child

~grows-by_interacting with and observing real children. They learned how to

teach by teaching. Thoy learned how to learn,tfrom each other as a team.

Most importantly though. through this ‘‘confrontation with reality’' process,

they learned about themselves and how their lives are affected by and affect

those around them, which sometime: necessitated a considerable reconstruc-
tion of the individual’s view of “reality” and his role in it. ‘

n top of all this, we had the curriculum content, This could be partial-
ly summarized by running down the co.’ .~ list on a student’s transcript. But
the course titles cannot adequately portray the learning experiences associat-
ed with each course, particularly those offered in the field. The field courses
were drawn primarily from the s_ocigl' sciences, the humanities, and education,
since these could be most easily adapted to, and capitalize og the field set-
ting. So a course that appeared on the transcript as "Anthrop%!bgical Field
Methods” included, inherent within the course activities, a variety of cons
comitant learning experiences not nscessarily represented in the course
outline. For exampie: g :

1. The students prepared a detaiied map and household dir-
ectory showing all the buildings in their\ respective com-

+ munities and listing the residents by age and level ..t school-
ing. This Brought them in contact with everyone in the
commw\ity through a purposeful activity, and resulted in
a dafument that was useful to many people in ghe school
and community, not to mention the specific field method
skills the students acquired in thé process. This activity
placcd emphasis on the participant-observer’s role, with the N
mative and non-native students sharing their observations
from an "insider’’ and ‘‘outsider’’ perspective. Each activity
was preceded by background reading and discussion, wnd
followed by analysis and write-up. . o

2. The students prepared and conducted open-ended and
structured interviews, focusing the questions on an, edica-
tion-related issue that was of immediate concern to them-
selves or to some elemen: of the school or community. In’
this way they provided a -useful service while gaining
experience in interviewing techniques.

3. The students constructed and administered a question-
nairc to a sampling of students, teachers, and parenty. -
obtaining information regarding their attitudes on cer-
tain school-related issues. They compiled and analyzed

g the data, and made comparisons to determine the-simi-

larities and differences in the three sets of responses. In —

“addition to learning about sampling, and the -t-engths and
weaknesses of questionnaires as a data-gathering technique,
they stimulated a lot of discussion in‘the comniunity re-
garding the issues and were able to better understand some
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of the problems thery wofild tace as teachers,
4. Each studeny selected anonformant trom the cotoe oty
©and prepavud g “lite history,” focusing attention on the
educational development of the mdividual, This, activity
stimulated dialogue between the tudents and other mem-
hursl,m t)w' m_»mqmmty,';md gave the students sn‘:w pur-
spective on the processes ot cultural transmission, culture
change, and acculturation, alb of which are highly signifi
‘cant processes for teachers to understand in contemporary
Alaska. '
. B, The students at each site were provided with tiim, cameras,
' and a complete set of darkroom equipmant, and traned
' in the use of photography as a research techigure, Each
team prepared a photo essay of their “ommunity, meluding
a photograpiiic overview, incidents ot sociad it e ‘ionh, a
suryery of the technology gvident in the comniunr and a
pictorial summary of theif own activities as a team. These
albums were then brought to the campus during 'thu sum-
T mer and shared with their fellow students from other
tearms, This enfarged their perspective on the . sersity of .
cultures and envircaments  existent  within their own
State. \ Y
6. Finall,. all of the above information, along with a variety
R of additional (Iatnf was compiled and reported in the form .
of 4 community study. Therinformation cpn(’ained in these.
reports was of subsequent use to the students, and in
several cases, accomplished useful purposes for others.
For example, the household directory compiled by the '
students in one community was instrumen\al in convinc-
ing the U.S. Census Bureau that they had made a 40%
error in the official 1970 census conducted lhﬁ/’same year.
In a community of 500 actual population, an‘error of this
magnitud® can result in a drastic misappropriaﬁ_on ofe e
al funds and services that are allocated on a per capita '
uch results can stimulate a great deal of motivation
erest on the part of the community asfwell as the

“

-

« 1 do not wish to imply that all courses were as able to\capitalize on the

“resources of the field $etting as the one' | have describedy Indeed, many

courses were simply re-runs of the same courses as taught on tampus. Io the
extent, however, that the instructors were familiar with the tield setting and
able to adapt their course {0 at sefting, they usually did so. ’

The conceptual and i:athoclological framework embodied in the cur-
riculum and program design drew heavily an * social sciences, in particular,
anthropology. While this may be in pe i'- tion of the educational
background of those of us* responsible fo. ymic component of the
'prog.'am“, it did not occur -without purpose ¢« i casuning. [f the students were
to eventually overcome the ethnocentric confines of ths./existing'educational
system, and see beyond the usual narrow definition _g,f concepts such as
"schooling’’ and “‘teaching,” . they would have to develop a perspective. that
transcends cultural boundaries and provirizs a'h‘olistic and adaptive frame-
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work for assessing needs and resolving problems, For that perspeetive we
looked to the content anid mathods ol the social scivnces, We employed the
concept of culture mits many and vaned mandestations, as 4 meitns to help
the students better understand and Jassess the needs of the children they waore
preparing to teach,"'We used the methods of anthropology to quide us in the
development and implementation of the program design, As the program
gvolved, we gradually developed a separate undergradate curncalum with
an interchsciplinary focus on Cross « ultural education, wineh has since been
incorporated into the umnversity’s (Imu ee offerings.

What Have We Learned? : .

Simce the proqmm was intended to be expenmantal a nature, we have
taken advantage of the rare opportunity to do a lot of experimenting. The
whule proéram has, in effect, been an experiment in the techniques of
survival in a bureaucratic society. We have experimented with alternative
models in teacher education. We have experimented with different ap-
proaches to the delivery of academic coursework. We have experimented with
a variety of con sptual framewarks for viewing the process of education. And
we have expetimented with people’s lives, to the extent that e bave
ventured forth v ith them into the unknown,

By 1974 we had completed a four-year cycle of the program and forty-
two of the original sixty students had graduated, so we took stock of our
experience and revised the program to expand on its strengths and reduce its
weaknesses. We changed the team, leader role from a certificated teacher to
that of a university faculty member who remained 1 the field, but whose
responsibititics were expanded ta encoinpass a region rather than a single
community. In this way the ins{ructors could become more familiar with
Studmn needs, and more students Could have access to the program. '

" We also expanded the curnigulum beyond the elementary teachmg
emphasis to nclude the preparation of bilingual teachers and teachars for
small rural 'high schools, and the development of a non-teaching degre¢ em
phasis in “human resource development’” to prepare persons for the cdu-
cational development roles i the new regio‘nal and village corporations (see
Gaffoey, this publication). Since'the program’s PffOl’tS were expanded beyond
the pru.orvice training of teathers the program name was changed from
ARTTC to th  Cross cultural Epiucanon Development Program (or X-CED),
reflecting the er ader apphcation and focus of concern, in addition, a Masters
program in crosscalturg! :‘ducat}on has been developed and is now availuble
thiough the sanv field ticiivery system established for the undergraduate
proqram b . '

* So what have we learned from it all? In effect, we have learned most of
what | have preseniad above. Although we had some vague notions about

what we wanted to do i the tieginn;ng, we had no detailed, premeditated’

plan or preconceived modet frojn which to work. Since we were unable to

. L } .
obtain an acceptable training made! elsewhere, and we did not want to force

“ the students into a potentnally lt.appropnate model of our own making, we

decided to use a process approdch and let the program evolve. What 1 have -

described above as the program,is what we have tearned and accomplished

through a process of evolution, |
We also ~ave learned that the single most important characteristic

" that program perscinel most pgssess, if such an approach is to sugoeed, is

b o4
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a high tolerance: for ambiguity. Many parsons find it difficult 1o cope with
uncertainty and to procewd with little mare than intuition and instingt as
guides. Thay seak structure or closurs on a matter pramaturaly, thus reducing
the opportunity for  flexibility and adaptability, Under ujhmnnmomry -
pressuras for accountability and related demands tor thu (lolincahlnn of spee:

. ific objectives and the development of flow charts in pursuit oflexplicit end «

‘ products, it is indeed ditficult to survive on a croed that de (-l.n&‘s, "We will

; know where we are going when we fat there,” So fer, we haw learned enough

. about what we are doing and where we arn goi g ot e to satisfy our own

! neads for direction and to meet the challenges of e step Hong the way.
if we had tried to anticipate in the beginning all that we ke now, Wy would

have been overwheimed and given up long dgo. \'“
. We have learned many other things since we started our journey that
have implications for what we are trying to do:-Since some of these are still ¢
‘ vague and undocumented notions, and others are fundamental questions

B that may not be resolvable, | will present a few of tHem in*bridf, summary

/ _ torm here, as points of departure for future discussion.

' We have learned that it is difficult to be a native apd a teacher too.
Many aspects of the two positions are¢ incompatible and th¢ demands of the
role'are enormous. On the one hand, as a native, the native tpacher is expect-
ed to represent the community’s interest in the school. On{the other hand,
as a teacher, he is expected to represent the school’s interest in the com
munity. Until the functjonfand format of the school is compatibie with the
needs and cultural _mil{ed of the community, however, compromise 1>
evitable for the native -tezcher. In addition, the adaptation is usually in 1
direction of the s-hool,, thr it is difficult to significantly change the rolu
the teacher in the conx t of a conventional school environment. & 1t
native teacher faces a Cigh 22-the more effective he isasa teacher, the i...
effective he may become a: a native, and vice versa. Our concern ', 5
that placing native teachers in the schools may not significantly improve the
‘education’ of native children, if the design of the institution itself d -
change. But who is to change it, and in what direction?.{See Barnhardt, it

. publication.) »
_ . ~"We have learned that our program may not really be traiping ‘'t *wners”’
/",’eifter all. Six months/into their first year of teaching, we brought the first R
- group of graduates back together at a meeting to find out how ‘they ‘were
“-doing in their hard:won profession. They related a variety *of concerns,
particularly in roference to the day to-day routine of teaching. They did not
-, feel satisfied with such everyday teaching résponsibilities-as lesson planning
" and classroom managetent. The concensus of the group was that they were
. frustrated as teachers in the schools; because they had been prepared as
»educators.” They felt more like general practitioners than specialists. Con-
sequently, many of them Ieftjheﬂ:hb‘ols and took up practice in other types. .
of educational programs. Qur tendency, at this point, is to view this outcome
more as a success than as a failufre. i : .

, We have learned that the literature in education, as.well as anthro-

———-puology. is often of limited ue in-our-program. Almost all of the literature

' notmally used to help prepare teuchers for work with cultral minorities
assumes that the teacher will be from outside the culture. From the native
students’ point of view, the literature is culturally deprived.” While such

“issues as “familiarity with the cultura round of the children " or

.‘ . .:.‘. . : =t
r 95 Y0

. . . R




